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PREFACE

With hope of increasing the effectiveness of teacher prepa-

ration in English at Michigan State University, three of the most

directly concerned colleges established a committee to investigate

possible support for needed research. Serving on the committee

were representatives from the College of Arts and Letters, the

College of Education, and the University College. We wish to

thank the members of that committee who helped frame the proposal

submitted to the U.S. Office of Education: Dr. David W. D. Dickson,

Dr. David R. Krathwohl, Dr. D. Gordon Rohman, Dr. Louise M. Sause,

Dr. Buford Stefflre, and Dr. T. Benson Strandness.

Our research would not have been possible without the help of

two linguists, Dr. Robert J. Geist's participation during the

first year of planning was invaluable. Dr.iRoger Shuy, who taught

in the experimental program during the second year, provided help-

ful guidance for the language strand of the new course.

We are also grateful for the co-operation of three graduate

assistants. Mrs. Laurel Luehrig and Mr. Thomas Pietras contributed

much to the planning and evaluation of the new course, as well as

to the arrangements made with the many student-teaching centers.

Mr. Kenton Schurr helped with the coding of data and the statistical

analysis.



We recognize in the next pages our indebtedness to the public

school teachers of English in Michigan who supervised our student

teachers and took time to provide the reactions we requested.

Teachers in many of the Lansing and East Lansing schools provided,

in additions opportunities for our students to visit English classes,

tutor high school pupils, and see samples of adolescent writing.

We are grateful indeed to the two men from the Detroit school system

who furnished compositions written by their high school students

and who came to the campus to discuss the papers with our students:

Mr. A. Chabott, teacher of English, and Mr. Frank Ross, then Super-

visor of Language Arts Instruction.

For their help in planning the evaluation, we are indebted to

Dr. Irvin J. Lehmann, Dr. Willard Warrington, and Dr. Arvo E. Juola.

We wish to express our appreciation to Dr. Juola also for his help-

ful suggestions concerning the preparation of our report.

Both of us owe much to four colleagues whose support provided

us with the encouragement and time necessary for carrying out our

research and completing this report: Dr. Leland W. Dean, Dr. John

X. Jamrich, Dr. C. David Mead, and Dr. T. Benson Strandness.

August 1967 Daniel Rider

East Lansing, Michigan Elizabeth H. Rusk
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Chapter I

RATIONALE

We are becoming so used to hearing the cry that the state of

composition instruction in the high schools and colleges of the

country teeters on the brink of a national disaster that we have

developed a cold war response to the problem. The cry ceases to

shock; all we can expect is "containment" rather than progress in

solving the problems which beset the profession. This strategy

requires that the composition instructor, after proclaiming that

classes are too large, the pressures of the sciences too formi-

dable, the students too apathetic to care, and that he has far

too many chores in addition to grading themes, prepares to do

battle simply by "holding the line." Another strategy is to give

in to the despair and decide to assign fewer-papers, make fewer

comments and generally to concede that in our technological and

urban society, composition instruction is a frill and a luxury.

Or, the composition instructor may try to understand the roots of

the problem and resort to experimentation and research in an

attempt to bring about actual change and progress. Whatever our

attitude, or whatever our special roles in the field of composi-

tion instruction, we cannot blink our eyes to a situation which
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is of desperately serious concern to the whole educational pro-

cess, from-elementary school to college classroom.

In classrooms throughout the nation which are burgeoning and

straining at their seams from the simple pressures of increased

enrollments; in the cultural life of the nation, which speeds

along under the cold impetus of scientific progress and in the

grips of the insatiable demands of industrialization; in the

minds of high school and college students, where more imm4diate

and dramatic rewards for their academic pursuits offer distrac-

tions to the quieter demands of reflection and self-discipline

which are fundamental to the writing act: the currents which

converge upon the frustrated but stalwart composition teacher are

truly formidable. The steps which have been taken to resist

these currents have been as complex and varied as the causes of

the "composition crisis" itself: curriculum development at both

the high school and college level; text-book revision, in which

the secret to successful writing is found in some new approach to

sentence construction, or in some new of the steps to

good writing; particular innovation in the instruction of a spe-

cific kind of writing, such as creative or expository; writing

approaches using a rigorous grammatical foundation; or programs

emphasizing the quantity of writing. Whatever the proposed

remedy, the crisis continues, and progress falls woefully short

of satisfying those who have expressed the most concern for the

doldrums which beset the entire field of composition instruction.
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Our own particular proposal to deal with this writing problem

at Michigan State University (entitled "Unified Academic and Pro-

fessional Experiences in Language and Writing for the Preparation

of Secondary School Teachers of English") grew out of a set of

circumstances which, in one sense, are unique to this institution;

but which are, in a broader context, ones which we share with other

colleges, universities and high schools throughout the country.

The most vocal group to put pressure on the university has been the

supervising teachers in the schools throughout Michigan who work

with our student teachers. Their constant plea has been: do

something about training your young student teachers how to teach

writing. They claim that the student teachers often lack background

in the fundamentals of writing; they do not exhibit any real sense

of involvement or strong interest in writing--either as students

of writing, or- asteachers of witIng; they lack the resources and

insight to discover writing experiences in the classroom which grow

naturally out of the material being studied, and which, simultaneous-

ly, appeal to adolescents, and which can give them the added impetus

that is needed-to take off the inevitable edge and sense of drudgery

that often accompanies writing. Student teachers, they claim, lack

not only imagination and a sense of direction and clear purpose in

relating the instructionof writing to the language arts in general,

and to the lives-and interests of the students they teach; but they

lack the "know-how" of devising ("creating," perhaps, is a more

appropriate word) assignments; of presenting the assignment in such

a way that the student understands its objectives, is given some

.M. *OA
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lee-way in responding to it, and finds relevance and meaning for

his own experiences in.the assignment. Then, these same supervising

teachers complain that.student teachers are often overwhelmed when

they are suddenly confronted with several sets of _themes. How can

I grade so many? How much time can I possibly devote to each theme?

How do I make room for individual differences in evaluating these

themes? What needs to be done in the classroom, and with individual

students, after evaluating a set of themes? It is true that many

of these problems,are the natural consequences of the student

teacher's role as an apprentice; but for some reason, more concern

about the preparedness of the student teacher to enter successfully

into the crucial domain of composition instruction has been ex-

pressed by supervising teachers during the past few years than at

any previous time.

Student teaehers themselves at Michigan State University have

expressed concern for their preparation that bears out the above

observations. ,Frequently they have demonstrated dissatisfaction

with their college preparation for teaching composition. Mostly,

they regretted that they had not enrolled in courses devoted to

writing exclusively, such as a course in expository writing; I

uniformly, they-expressed a lack of familiarity with grammar; and

they felt uneasy and insecure in.devising writing assignments, in

lIt should be noted that it is possible to complete the re-
quirements for a major in English education at Michigan State
University without taking a single, formal writing course. All

students must complete the freshmen required course, American
Thought and Writing, which does provide for a considerable afitount
of writing, mostly in the form of critical essays and essay exams.
However, the writing aspect of the course is sometimes subordinate
to an examination of major themes in the American experience which
have contributed significantly to our cultural heritage.



5

assigning and then evaluating compositions. In general they ex-

pressed more confidence in their ability to teach literature and

other related areas involving the language arts than in the teach-

ing of composition.

The general consensus of those delegated to teach writing

skills to freshmen and to students taking lower-division English

courses has been-that freshmen, as a group, aze inadequately

trained at the_high school level to meet the standards of composi-

tion work in college. Their spelling, their understanding of form

and style in writing, their facility with the language, their

training in the fundamentals of grammar: all these areas have come

under the critical "fire" of the compbsition instructor as he sur-

veys the writing of his students. It is true that these charges

are written into the very nature of teaching college composition.

There will probably always be charges that freshmen cannot write;

and the blame will continue to be levelled at the most obvious and

vulnerable target: the high school preparation of the studenti

however single-minded and simple-minded such a charge may be.

Again, in the context of the general public concern for the matter

and on the basis of what experienced composition teachers in

colleges and universities claim, the problem now seems aggravated

and excessive. Consequently, instructors involved in this area of

training at Michigan State University recognized the need for im-

provement and experimentation in the writing program, and gave

their support and guidance during the initial planning of the

original proposal which grew out of their combined concern.



Pressure to do something about the low ebb of instruction in

composition has also come from professional teachers, educational

leaders and from the popular press. Their respective efforts to

publicize the "writing disgrace" of the public schools and colleges

and universities alike have placed the problem in the national

domain, so to speak. They have served to point out the seriousness

of the issue, and to reveal its relevance to the educational well-

being of the nation. In their examination of this so-called

"writing crisis" they have also served the vital function of analyz-

ing its causes and describing some of its more flagrant manifesta-

tions. For example, the National Council of Teachers of English

points out that "about three out of five English majors and three

out of four English minors are not required to complete advanced

work in composition...."1 They regard these statistics as particu-

larly alarming in view of the emphasis they place on the central

role of writing in the total language arts curriculum. They further

claim that training in modern English grammar, in usage, and in

traditional formal grammar is definitely inadequate to meet the

demands future English teachers will face in the classroom. John

C. Gerber finds fault with English methods courses in failing to

instill in future English teachers a sense of the high purpose which

he believes should attend the instruction of writing in high school.

1
National Council of Teachers of English, The National Interest

and the Teaching of English, A Report Prepared by the Committee on
National Interest (Champaign, Ill.: National Council, of Teachers
of English, 1961), p. 70.



"We do little," he writes, "to counteract the general impression

that composition is nothing but a service activity comparable in

value, to, say calisthenics."
2

In the matter of linguistics, he

7

points out that we are failing to give the prospective high school

English teacher the necessary "equipment" to understand the language

which is so basic to all pursuits in the language arts, and to

translate this understanding into meaningful activities and ideas

for the high school learner. "There are still departments of

English that require no formal work in linguistics of those who

plan to teach in high school. Indeed, there are some departments

in which it is still thought great fun to ridicule linguistics,

both in and out of class."3 Professor Gerber is concerned about

the relationships between a study of the language and writing, and

believes that we !'need to know what aspects of linguistics are

especially useful in teaching students to write...." "We need to

know more about the interaction between the written and spoken

language."
4

Andrew Schiller points out some of the contributions

of the structural linguists, and is also concerned about the

relationship of the pure knowledge of its principles and its

potential application, for one thing, to writing. "The teacher's

basic job is to convince his students that written English is the

2John C. Gerber, "The Preparation of High School English
Teachers: A Fairly Modest Proposal," The Journal of General
Education, XVI (July, 1964), p. 130.

3lbid. 127.

4lbid. 128.
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language he has known all his life; that there is a real relation-

ship, which you can verify and manipulate, between the sounds you

make in the air and the marks you put on a paper."5 Schiller

observes that the study of structural linguistics has made little

inroad in the nation's high schools. His concern is that, in our

failure to provide a "rational grammar" on which to base the whole

study of language, we lose one of the essential tools for 'working

with and understanding that language. By implication, writing

suffers just as severely as all those skills in the language arts

which depend upon some workable knowledge of a grammatical system.

These critics not only point out the nature of the dilemma but seem

to agree that some nation-wide effort must be made to improve the

training of the English teacher and to make provisions in this

training for advancing his knowledge of the language and its bear-

ing on vital and successful instruction in writing for the high

school student.

Our experimental course at Michigan State University can best

be viewed as a response to both the local pressures placed upon the

University to improve the writing program for their prospective

English teachers, and to other pressures, more national and general

in scope, to view the problem as related to teacher training and

to the need to relate certain disciplines within the language arts

in this drive to improve writing at all levels of instruction.

From the start we believed that no single effort, either at the

5
Andrew Schiller, "The Coming Revolution in Teaching English,"

Harper's Magazine, CCKKIK (October, 1964), p. 90.
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university or at the high school level, no particular course, nor

any single administrative effort could solve the problems which

undermine instruction in this crucial area. We never entertained

even the remote possibility of solving the problem in the first

place. We were looking for an approach to the problem which might

open up one avenue to possible improvement, and we deliberately

took steps to encompass the whole range of variables that are neces-

sarily involved in the writing development of most high school and

college students. That is, we viewed the scope of our experiment

within a context which took into account the student's high school

training, the teachers who taught him composition, the student's

background, and the curriculum which gave form and direction to

composition instruction in the high school. We felt that the most

promising (if the most complex) way of confronting the problem was

to deal directly with the university English majors who were pre-

paring to become future high school English teachers. Ideally, of

course, we recognized that the evolution of the writing habits for

most adolescents has its roots in the elementary years. But we

believed that if we could work within the realistic confines of the

high school classroom, through the teachers who would someday exert

a direct influence in shaping the writing habits of the adolescent,

that here is where at least some inroads could be made. Here would

be a beginning.

Consequently, the proposal we submitted dealt with a unique

and special group: with prospective high school English teachers

who were just completing their formal academic studies at the
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university and who were about ready to embark on their roles as

apprentice English teachers. But though we focused primarily on

this special group, we logically, as a natural' outgrowth of our

fundamental concern for improving writing at the high school level,

focused on the whole range of writing experiences that characterize

the writing habits of high school and college students. The course

we subsequently devised, taught; and evaluated, we believed, would

have its most dynamic implications not in the college classroOm,

but, more practically, in the high school classroom, as the ideas,

attitudes and skills that we had hoped to share with these future

English teachers were translated into action. Indeed, our classroom

would extend throughout the high school classrooms in Michigan,

wherever our student teachers were placed to undertake their first

real stint of teaching in the profession. We realized that our

concerns would transcend the training, and then the evaluation of

those students in our experimental grot and would, therefore,

include university co-ordinators, high school administrators, high

school English teachers, and the students taught by these teachers.

Under these circumstances we realized that the test of what we had

been able to share with our experimental students could not readily

be measured by any kind of formal attempt to evaluate our student's

command of material taught in our course--material, which by its

very nature would resist efforts to measure it meaningfully and

exactly in the first place. The real test would come "on the spot,"

so to speak, when our student teachers would have an opportunity to
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put into practice those attitudes and concepts we taught. Those

of us who did the actual classroom instruction* theg, would no

longer control the context of this stage of the experimental course.

Its destinies would now be filtered into the lively, complex and

essentially different environment of the high school classroom.

Rather than a basically exclusive focus on more or less academic

considerations of writing, linguistics, and methodology, as typified

by our experimental course, the perspective would change from the

passive-learning role to the teaching-giving one; and from an

exclusive concern with ideas as ideas, to one which emphasized the

relating, clarification, selection and transmission of these ideas

to a classroom of students. In most cases, our experimental students

would find themselves placed in teaching situations which only

incidentally or only to a small degree were concerned directly with

writing. Nonetheless, we still had to make provisions for evaluating

any evidence available concerning the direct or indirect impact our

course might exercise on our experimental students, and any evidence

that these students in turn influenced their supervising teachers

and the students they taught in the high school.

The course of study we developed for our experimental course

grew directly out of our awareness that not only must the writing

sequence from high school to college, and the interrelationships of

teacher-training to classroom instruction be considered, but that

our interest in writing encompass more depth and variety than tra-

ditional university writing courses allowed for. Therefore, efforts

were made to elicit the co-operation of those departments in the
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university which had a more or less direct responsibility in teach-

ing writing to prospective high school English teachers. We felt

it essential to provide an academic context which, by its design

and content, would help the student see the very relationships he

needed to recognize before he could do full justice to teaching

composition in high school. A strictly departmental, discipline-

oriented approach we felt would not satisfy our objectives. In

order to facilitate the possibility of coming to grips with the

total context in which the writing act takes place, and to make

relationships naturally, rather than by accident, it was agreed

that the course should provide for training in linguistics, in the

writing process itself, and in methodology and psychology. By so

doing, we hoped to encourage the future composition teacher to look

at writing in its fullest dimensions. In this framework, the study

of the language, for example, would provide one avenue of approach

that could shed light on the art of writing. We did not want the

study of the history of the language, of usage, or of the various

types of grammar to become ends in themselves. Rather, we hoped

that by treating these various subjects together we could emphasize

their more practical and applied characteristics as they related to

instruction in composition. If a student teacher was to be con-

fronted with the content of transformational grammar, for example,

our purpose would be to emphasize how this added tool could provide

one way to approach writing problems of a grammatical nature for

particular students. It could provide another framework or system

by which the composition teacher could himself explain the complex
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nature of grammar and its relationship to meaning and language in

general. Our hope, by explaining several types of grammar, was to

release the student teacher from a stereotyped notion of a grammer,

of one, absolute, scientific and complete in itself. In so

releasing the student from such a limited notion, we hoped, at the

same time to teach our student teachers to regard grammar as an

intrinsic quality of language expression, and one that was deeply

embedded in the social and cultural patterns of the people using

the language. We wished to dispel the notion that grammar rules

had to be drilled, tested, memorized, and constantly reviewed as

separate steps which had to be mastered before a student could be

expected to write effectively. In place of this notion we wished

to substitute one that stressed the natural, almost unconscious way

the learner picks up the conventions which determine the structure

of language; and one that would reveal how these structures are

learned at an early age, and exist intrinsically within the language

that we use. The way to confront writing difficulties which seem

grammatical in nature may be to encourage the student to "listen"

to what he writes, or to "speak" his writing naturally, rather than

to prescribe drills and rules--which merely tend to divorce grammar

from the language, and which offer an artificial hurdle to the

student who should participate in thk-writing process freely and

without fear and restraint.

We also felt that it was essential to give our student teachers

a more rigorous and richer training in written expression than
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might be possible in a traditional composition class. We wanted to

devise a kind of composition course within the course itselfg but

one that would be completely compatible with the three-fold nature

of the experimental course and which would relate meaningfully to

their future roles as teachers in high school. The writing they

would engage in should advance their own command over written

expression and sharpen their insights into the processes involved

in composition writing; but their writing experiences should also

serve as a means for exploring the relationships between a study

of the language and the writing process, and these existing between

the writing students engage in and the mil it is developed, presented

and evaluated by the teacher. It was essential for our purposes to

transpose the more or less exclusive concern with a student4writer's

personal and individual involvement in writing per se to one stress-

ing the more active and complex role of teaching writing in the high

school classroom.

In these efforts we hoped to provide the future English teacher

with au approach to writing; with a way of looking at the whole

context so that the focus never becomes one of exclusively regard-

ing writing as the moment when the student takes pen in hand and

puts words down on paper, or as the sum total of these words written

during an interim devoted to writing. We wished to train our

students to be aware of the complex, seemingly automatic, always

elusive manner by which impulses and thoughts become transformed

into sentences, paragraphs and themes. We wanted to broaden the
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perspective of the student teacher to include a consideration of

what takes place emotionally and intellectually before a student

writes; and what happens to the writer after the act of writing,

especially when the returned theme has been marked up, commented

on, and given a grade. Ultimately, we hoped to create an attitude,

perhaps a perspective toward writing that would allow the student

teacher to be more resourceful, imaginative- -and committed--when

he or she faces the challenge of presenting writing instruction in

the classroom for the first time. We hoped that our ideal student

teacher would have a much keener awareness of the supreme importance

of his responsibility in instructing students in this vital area;

and that he would have a more flexible and pragmatic background

from which to draw upon in realizing his .objectives. Our ideal

student would have the insight to view the long and evolving nature

of the writing act; and he would, hopefully, have gained habits of

patience, sensitivity, tolerance, and firmness in his confrontation

with the massive array of variables he would face in his effort to

teach composition. We would not be so much interested in develop-

ing specific skills and imparting "facts" as we would be in providing

the student teacher with maturity and confidence in his approach to

instruction in writing.

Unfortunately, along with developing these positive qualities

we realized that we could not avoid exposing the student teacher,

at the same time, to the sense of frustration and limitation that

inevitably accompanies instruction in a subject as creative and

personal as the writing process; or of sharing witW.him the
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agonizing labors that go into any honest and worthwhile piece of

writing. We felt that one of our responsibilities would be to

introduce the student teacher to some awareness of the incredible

demands he will face when he must relate the theories and ideals

he has learned about writing to a classroom of individuals with

such varying competencies, personalities, and needs. Or when he

confronts the almost insurmountable burden of "collecting" several

sets of themes at one time, while simultaneously being faced with

a barrage of other demands which are just as legitimate as his

theme-grading responsibilities, but which appear more rewarding

and exciting. We hoped that by attempting to convey some of the

realities the student teacher would face in his first encounters

with teaching composition in high school that we could temper some

of the naive and carefree optimism that the beginning teacher some-

times brings to his initial efforts to teach composition. In the

long run we hoped that we might therefore help minimize the shock

and confusion that sometimes accompany these fledgling efforts when

the preparation of the student teacher has been inadequate.

After selecting staff members to represent the field of

linguistics, of the psychology of learning and methodology, of the

writing process, and one to represent the practicing high school

English teacher, preliminary steps were taken to set up a statement

of objectives that would, at least theoretically, reflect our desire

to provide a foundation upon which to build our integrated

linguistics-writing-methods course. We hoped to discover, by a

process of group interplay and exchange, ways to select precisely
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those ideas from each area of interest which had a direct bearing

on our overall objective: To help our English majors become

secondary school teachers of written composition who understand

the nature of language and the relation of writing to it, who write

well, and who have the ability to teach adolescents to write well.

The curriculum-within-a-curriculum for each strand aimed to select

only those concepts which were deemed crucial for the development

of our student teachers as writers and as teachers of writing. The

results of our year-long deliberations are included in Appendix E,

entitled, Project English Objectives, January 21, 1964.

The next major development in our efforts to create a new

course was the determination of the specific units we intended to

present, of the readings and topics to be included in each unit,

of their chronological order. We also attempted to show graphically

under which strand each unit would fall, and how, in some cases,

these units were related to the other two strands. That is, as we

discussed the nature of language and its role in society in Unit I,

in Unit II we focused on the specific problem of writing in the

context of 20th century America, then on the more general issue of

how writing relates to the spoken language; then, to carry over the

introductory nature of the first units to the third strand we pro-

vided for a unit entitled "Language Development of Adolescents."

Our outline of units also reveals our attempt to show the relation-

ship between a study of usage and structure in the language strand

as being most direct and relevant to an actual consideration of

4
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experiences in composition in the writing strand. In turn, these

two strands, by a natural extension of our overall objective,

suggested a separate unit, "Helping Adolescents Learn the Writing

Process." For a more detailed account of the organization and con-

tent of each unit, see Appendix Jtim Project English Unit Outline.

In this stage of our planning we also decided on textbooks

for the course, and included in the outline those parts of each

source which seemed particularly relevant to our aims. The break-

down and individual reading assignments for each book (Loban, Ryan

and Squire, BAElingLAngage and Literature, Guth, English TodaY

and Tcmorrcw, and Leonard F. Dean's & Kenneth G. Wilson's Essays

on Language and Usage) are indicated in Appendix The Project

English Unit Outline also makes provisions for programing activities

which we deemed necessary for achieving our overall aims. To

encourage active involvement rather than mere absorption, we made

plans for small group discussions; we scheduled impromptu themes

after listening t' a lecture or having observed a film; we pro-

vided for laboratory work in evaluating themes; we encouraged

students to do field work in linguistics. Other activities directed

the students to interview their former high school English teachers

and then present their findings in the appropriate written form.

Whenever we could we devised activities that would allow our students

to participate directly in the teaching process: by grading a whole

set of themes, for example; or by working with individual students

in local high schools on a tutorial basis; or by talking with

college instructors about writing and then reporting their reactions
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to the group orally. We had students write about the development

and history of their own speech habits and to describe the linguistic

characteristics of their local communities. We required all students

to keep a journal or log of his personal reflections and reactions

to the ideas and activities of the experimental course.

After completing the outline we decided cn the physical struc-

ture of the course. We agreed that the content of the course would

be team-taught, so that the representative of each strand would

present the material of his various units. We decided on a two-

quarter course which would meet one class period three times a

week. We scheduled three classrooms to accommodate our students

in small groups or in one large lecture room, as required. We

employed a variety of teaching methods to realize the complex and

over-lapping aims of the course. On occasion one staff member would

lecture to the entire class; sometimes the small groups would meet

with one instructor until a unit.had been completed; other times

the groups would rotate on a daily basis, or the three instructors

would rotate from one group to the next during the week. We felt

it necessary to provide a flexible, changing context for instruction

so that students would be encouraged to explore the relationships

we were attempting to demonstrate. In a sense we hoped to under-

score these relationships as much by means of strategic organiza-

tion as by actual statement. We did not, therefore, present three

courses in one; nor did we feel committed to move methodically from

one strand to the next. On the contrary, we wanted to minimize the
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discrete boundaries of the typical course so that the ideas of each

discipline might blend together more readily and naturally. We did

not want the ideas presented in any one strand to become frozen and

categorized. By means of class discussion, through the personal

confrontation with the material in the studentit logs, by requiring

students to write about language,, about writing, and about ways and

means to present writing in the classroom, we hoped to lead our

student teachers to understand the integral relationship that we

felt, theoretically, existed between the separate facets of the

course. We hoped that we could produce better writers, and better

composition teachers, if we placed the initial concern of the course

for writing directly in the lap of the language we use so naturally

in its spoken form; and if, simultaneously, we imposed the

additional perspective on dui cause tof requiring our student

teachers to think of the psychological and learning factors behind

the writing they undertook in the experimental course.



Chapter II

BASIC ASSUMPTIONS

Language Strand

If students in high school have some knowledge of how language

originated and are aware of its basically functional and human

nature, it is possible that such insights may free their minds of

stereotyped preconceptions about the language as being f)rmal and

unchangeable--a subject to be studied in the textbook or meant ordy

to be thought about and used in the forced and sometimes superficial

context of the high school writing assignment or the five-minute

speech before the class. If the student of writing can understand

that written words are a record of aural sounds, which are th8msivei

symbols of things or ideas, then they may appreciate the extreme

richness and complexity of the language they use. Furthermcre, if

they can appreciate the fact that words are invented and created by

man in the natural process of living and of communicating--and

consequently of getting the work of society accomplished- -then the

writer may feel, perhaps, a more personal and integral relationhip

with the wards he makes almost automatid'and unconscious use ,f in

their spoken form. A feeling for the language and its practical

and social nature can be strengthened by studying its sources and
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Whitehall, "The Development of the English Dictionary"
Mathews, "Meanings and Etymologies"
Mathews, "Dictionaries Contain Surprises"
Roberston and Cassidy, "Changing Meanings and Values of
Words"

Mencken, "Euphimisms"
Schlauch, "Semantic Rejuvenation"
Johnson, "Preface to the Dictionary" (1755)

MacDonald, "The String Untuned"
Sledd, "The Lexicographer's Uneasy Chair"
Evans, "But What's A Dictionary For?"

Discussion

Of Readings - based on study guide

Writing

Research paper
Paragraphs in response to study guide questions

Reports

Different dictionaries (Dictionary of American Slang, etc.)
Comparison of abridged and unabridged dictionaries

Observation

Film on history of language

Tests

V. ENGLISH USAGE

Reading

Pooley, "Historical Backgrounds of English Usage"
Hartung, "Doctrines of English Usage"
Hall, "Analogy"
Fries, "Usage Levels and Dialect Distribution"
Kenyon, "Cultural Levels and Functional Varieties of
English"

Malstrom, "Alet Again"
Malstrom, "Kind of and Its Congeners"
Pooley, "Dare Schools Set a Standard in English Uiage?"
Fowler, "Unattached Participles"
Fowler,."Out of the Frying Pan"
Veblen, "The Higher Learning"
Lloyd, "Our National Mania for Correctness"
Hubbell, "Multiple Negation"
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Discussion

Reading based on study guide questions

Analysis,

Usage errors in pupil themes

Tests

VI. LEARNING THE WRITING PROCESS

Lectures

Organic theory of literature and its application to
writing

Style

Discussion

Application of the steps of the writing process to the
classroom

Recognizing the purpose of writing as communication
Collecting the data
Deciding on form
Focusing on controlling idea
Organizing
Paragraphing
Word choice
Style
Writing sentences
Using class discussion to introduce writing

Writing

.-Autobiographyw-keeping itreitttionojournal
:AStters

Persuasive and argumentative papers
Narrative
Journalism
Expository
Research
Book reports

Committee Reports

A. Characteristics of.each form of writing
B. Specific value of each form and application to the

classroom
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Student themes focusing on individual steps of the writing
process

Exercises (based on student themes)

Sentences
Paragraphing
Word choice
Style-..writing same paragraph or essay in different styles

Reading

Guth, "Rhetoric"
Potter, "The Sentence"
Orwell, "Politics and the English Language"
Moore, "American Prose Today

VII. HELPING ADOLESCENTS LEARN THE WRITING PROCESS

Writing

Case study of local pupil
Constructing a unit that emphasizes writing
Report on interview with adolescent about writing
Report on interview with high school English teacher in

home town

Committee Planning and Reporting

Evaluating high school composition and language textbooks
and workbooks

Evaluating innovations such as programmed instruction and
use of lay readers

Making an annotated bibliography of helpful articles,
journals, resources, etc.

Panel discussion by high school English teachers
Preparing class publications, handbook, newspaper, or
magazine

Making bulletin board displays
Observing ATL and English instructor followed by group

discussion

Reading

Guth, "A Preliminary View"
Loban, "Written Expression"
Loban, "Grammar and Usage"
Guth, "Handling Written Work"
Loban, "Spelling and Handwriting"
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Discussion

Planning a writing program
Making assignments
Testing

Observation

Use of audio-visual aids such as opaque projector and

overhead projector
Demonstrations of teaching

Evaluating Writing

Lecture on the subjective in evaluation

Lecture on psychology of grading a theme

Grading pupil themes singly at regular intervals

Analysis of classmates' themes
Self-evaluation
Grading complete set of pupil themes

Tutoring Local Pupils (good or poor)

VIII. STRUCTURE OF ENGLISH

Lectures.

Fries' devices that signal structural meaning

Traditional grammar
Structural grammar
Transformational grammar
Phonetics vs. Phonemics
Sound change
Alphabet and spelling
Parts of speech - big groups
Parts of speech - little groups

Reading

Guth, "Grammar"
Roberts, "Phonemes"
Roberts, "Intonation"
Whorf, "Linguistics as an Exact Science"

Fries, "A Classification of Grammatical Phenomena"

Brown, "Grammar in a New Key"

Brown, "Grammatical Distribution"
Whitehall, "A System of Punctuation"
Jespersen, "Spelling"
Hall, Jr., "Our English Spelling System"



Exercises

Structure of English
Sound change
Alphabet and spelling
Phonetics vs. phonemics
Parts of speech--big and little groups

Analysis,:

Spelling errors on pupil themes
Grammatical errors in pupil themes
Punctuation errors in pupil, themes

Test

Discussion

Of lectures and reading

171
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enter into the mainstream of their society in a more dynamic and

essentially democratic way.

The time to help students relate their own basic language to

a broader, perhaps more "correct" and standard form of writing may

very well come after the student has begun to enter freely into the

spirit of translating the oral forms of the language to a written

record. Then students can be introduced to the need to stretch the

limits of the environment in which they can communicate successfully,

and to make adjustments in usage, style, and tone, which help the

receiver understand more fully the message of the sender. For these

reasons, we advocated the special value of having students keep

journals, or diaries, or of writing personal experience anecdotes

or of merely recording feelings early in their writing careers--at

which time emphasis is placed on getting the ideas, feelings, and

experiences down on paper. These communications would at least

impose no unnecessary hurdles to using the language naturally, since

they would seem real, immediate and important to the writer. If

students can early become involved in writing experiences with which

they can associate some pleasure, excitement, and even power--in

spite of seemingly insurmountable hurdles on the battlefields of

grammar, syntax, and spelling--real psychological gains can be made

in mitigating the worst obstacle of all for the writer: of getting

students to take the language they speak and to make the transition

to its written counterpart without getting trapped by frustration,

fear and boredom.
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In dealing with matters of language, and particularly with the

question of usage, students need to discover that the writing which

makes use of this language does not occur in a vacuum, and that they

do not write to fit some preconceived standard ordained by the

teacher, or by some remote and magisterial standard of literary

excellence. By the student teacher's willing recognition that the

situation, the audience addressed, and the particular functionoof

the piece of writing all:help to determine usage matters, and then

by leading the writer to an awareness of the choices he faces and

the reasons behind them as they bear on the communication process,

he may be able to ease the student-writer into making choices which

involve a wider and perhaps more acceptable language than the idio-

syncracies and peculiarities of his awn, more limited language.

Such a disposition on the part of the composition teacher may

allow for more tolerance and a more sensitive response to the merits

of a student's writing, even when the writing exhibits glaring

lapses in usage. The ultimate function of the composition instructor

here would be, we felt, to help the pupils theimelves be their own

lawmakers regarding usage, and that they legislate with a full

awareness of the 3ft:behind their own decisions.

By understanding the nature of language, both teacher and pupil

can gain perceptions into the spelling system. First, he can recog-

nise that spelling is peculiarly a vritini, problem. It is a problem

which is inevitable in our language (and in any language, to a

degree) because it is a record of speech; as such, it is impossible
u.



to transcribe these sounds absolutely accurately and completely.

The problem is comp 0 d in inglish because there are 45 sounds
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and only 24 symbololitters to convey these sounds. When the student

realises that his spelling problem is not entirely his own fault,

he may be sore patient and willing to cope with unknown patterns

that govern the spelling of a certain word. Spelling as a hard-and-

fast system of rules, as a final record ordained by specialists and

dictionary- makers may develop a response to the language which can

defeat the potential student-writer at the outset by setting up

psychological barriers between his desire and ability to communicate

via written expression and the specific words he must employ to

engage in this process successfully. Again, such information about

the language, general though it may be, can appreciably help the

studenti.writer to respond to 1 e in a more direct, honest

and intelligent lb 10 r. We are not assuming that such information

will automatically solve spelling problems for students, or neces-

sarily help the student teacher give instruction in spelling and

writing; but we did assume that such information may lead the writer

to recognise certain hazards and difficulties he is bound to en-

a- tat as he engages in the writing process. Such a realisation

may encourage him, rather than hinder or confuse him, to seek ways

to improve his spelling by means of his very knowledge of the

language itself.
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ET.IUBLE11134.

In one sense our concern for writing and the instruction of

writing in the high school classroom would serve as the central

foundation for the experimental course. We hoped it would p de

the catalyst for the various components and emphases of the course,

and help to give balance and unity to our three-fold attack on the

problem* Although each of our three strands would have a certain

validity of its own, the basic purpose of each strand would be to

contribute some skill or insight which would enhance the ability of

the experimental students to teach high 'Wheel composition .

fectively. Presumably, the contributions of the s.-called writing

strand would be twoofold. First of all, we aspired to give the

sort of guidance and provide for the kind of writing experiences

that would increase the student's own command over written 'Apr...

'ion* Secondly, if we could not affect a truly evident improvement,

we hoped, through continued opportunities to write, that we would

be abbe to increase the student's awareness of what takes place,

What it feels like to struggle with., develop and finally create a

piece of writing* It was a central assumption in our p AS that

the kind of perceptiveness regarding the complexities and intangible

processes Which help to describe the writing act could coos about

only through direct experience. We assumed that there would he a

Wholesome relationship between the writing our students undertook

in the experimental course and their own knowledge of the writing

process from a more professional and objective point of view* Thus,

we itsumed that one of the significant cattrsover values of this
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writing would be a kind of inner strength, or a kind of built-in

confidence that would support these student teachers when they face

their own students in high school and give their first writing as-

signments. We never assumed that there was a direct, positive corre-

lation between the quality of writing for any particular experimental

student and his ability to teach writing successfully. We merely

assumed that a continued involvement in the experience of activity

of writing was necessary to build a keener and more mature recogni-

tion of that student's own strengths and weaknesses as a writer,

and ultimately, to help the future teacher realise more of the con-

tributing factors which are implied in the act of writing.

in the initial planning stages, and before we settled on any

particular kinds of writing experiences or determined her many papers

and at what crucial points in the course they would be administered,

we assessed, for ourselves, what we regarded the role and purpose

of writing in the high school curriculum to be. We agreed that

often the teacher takes for granted that writing is necessary and

important: necessary because everyone says it is; or because it is

regarded as a mark of a civilised and educated person; or because

it implies certain social and economic values. but we wanted to

explore, in more depth, ma we believed that writing did occupy an

absolutely central place in the entire educational process. What we

agreed upon we hoped would help us plan for the writing content and

sequence of activities in out course; and would help us plan for

lectures* discussion sessions and other activities which would help

our students discover for themselves why writing 1j a central concern

in any curriculum. We were, then, committed, by general consensus
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at the beginning of our course, to certain basic assumptions about

the value of writing and the nature of the writing process.

We agreed that writing can at least in part be described as a

process. It is far more than a mechanical, automatic process of

putting words on a piece of paper. It is a process which is as

complicated as the h mind and personality are. It is one Which

grows out of a set of circumstances which vary with every individual,

and to which every individual brings varying degrees of skill, esperi=

once and interest. It is an r process which grows out of the

deep recasses of the whole past history of the individual, and one

which is triggered by some human response to the real world of every,-

day ideas and feelings. As a process, it is determined not only by

the stored up ideas and experiences of the writer, but by his coma
,.

petency with the tools that allow his thoughts and feelings to become

sentences on paper. Ilven before these thoughts ate put to paper,

ideally the process implies a period of gestation, of a "freeaperiodu,

so to speak, for the ideas to approach a more conscious state of form

and meaning. The writing process involves a setting; and time; and

the complex interplay between the writer and his audience. Finally,

and possibly the most importantly, the process depends on a personal

and creative response on the part of the individual. What the writer

finally pats down on paper grows out of a mind and personality;

those words, in a very real sense are words. The seiectiot1 of

words, the choice of sentence patterns, the type of punctuation

in short all of the myriad possibilities fat selection Which enter

into the writing act==allow for an incredible array of choice for
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the writer. Whether consciously or unconsciously, the manner in

which these choices are manifested in each piece of writing pro-

vides all the testimony we need to make the claim that writing is

a peculiarly creative and personal act. A recognition of these

characteristics of the writing process holds immense significance

for the writer, and especially dor the teacher of writing: The

values which we frequently associate with writing, and which we as

frequently take for granted, grow logically out of these characteristics.

(1) Wtiting can afford a unique opportunity for the student-

wtiter to achieve a more deliberate,' fully realized and sustained

type of interaction with his fellow human beings and the world he

lives in The writing he personally engages in can help to give a

sense of permanence and reality to his creation that is ftequently

lost in the normal interchange of conversation and vocal inter-

actions typical of daily contacts: Writing, when the content of

the writing is teal and has a definite social and immediate content,

helps the student connect his innermost thoughts with those of

other people, or with society in general.

(2) Because writing presupposes a period of deliberation and

a seatehing=out in the mind rot the ideas which the writing task

has Motivated, it can lead the writer into a keener/ fuller; and

tore sensitive awareness of the experiences he is writing about:

Although the thoughts ate tucked away in the crannies of the human

sindi the ihMediate responsibility of bringing these ideas to boar

in response to some writing command helps to mobilize that's; In so

doing, the writer builds, adds, and discovers as he reacts and
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writes. He struggles harder to make the words on paper approximate

the semi-inchoate meanderings of thoughts in his own mind. In so

doing, this interaction can impose a depth, an organization, or a

relationship on the ideas which carry the experience of the writer

much more deeply into the world he is writing about.

(3) Writing, as a deliberate, thoughtful act, can increase

the powers of reflection and help to improve the student.* ability

to discipline his mind and emotions. The responsibility, at least

in certain important kinds of writing; to present evidence that is

relevant, reasonably accurate, to see both sides of an argument;

and to realize that his audience must not be ignored and alienated

by selfiih; impulsive and irrespontible arguments can help the

student develop habits of moderation and maturity in his relations

with his fellows Man. He must learn to adjust his own private, ego-

centered self to a broad, more communal world before he can be

heard on the forum of debate and discussion, which is so important

in a democratic society.

(4) In this sense, by aiding the writer; in fact by forcing

him, to make contacts with his audience, to find the best words and

ideas co make his writing effective, the act of wetting can con-

tribute immeasurably in humanizing and liberating thittdiiiiddil

from the confines of his adolescentcentered world to one in which

reason; fairpliy; and the free interchange of ideas held sway. In

short; involvement; real involvement in the writing process can

contribute to shaping and strengthening certain virtues of mind and

disposition so essential to the democratic process. In his forays
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into the public domain, even if this domain is typified by a class-

room of his peers, the witees-adoleacant and lielfaentered atti-

tudes may give way to,a-mbre-t4eranti.thoughtful and reaponsiblit

reaction to the larger world encompassed by his writing. Writing,

in this sense, can contribute mightily in leading the student into

the inner-heart of the liberal and humane respcinse typified by the

highest levels of civilized conduct.

(5) Because the writing act is a creative one in the best

sense of the word, such an act can help the student realize a

personal sense of achievement as a result of his activities.

Writing ends in a tangible, highly personal extension of the writer's

own self. It offers proof of his effort which can be seen--and

which sometimes can be acted upon, so that the consequences of the

writing act often transcend the mere act of putting words on paper.

Thus writing allows the student to participate in the learning

process in an active, instead of in a passive way. When so much of

what is regarded as learning in the educational process takes place

on a purely passive level (such as listening, reading, sending back

memorized responses on objective exams, etc.) the active involvement

of writing offers a refreshing opportunity for the student to con-

struct something that has design, shape and meaning--which is his,

and which has a personalized, individuating quality to it. In a

society which puts so much emphasis on the role the individual

plays, and increasingly on the role of this individual in a social

context--and one which, at the same time, offers insidious tempta-

tions to join, to conform, to become indifferent: the creative
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exercise which is so intrinsic to the writing act can offer at

least one antidote to the dehumanizing, destructive forces at work

in our industrialized society.

(6) If writing allows for positive and active involvement,

ideally, for the student-writer, it may frequently hold within it

certain pedagogical values. It is one of the most natural ways of

learning-by-doing. The world brought to bear during the act of

writing--the past experiences, personality traits of the writer,

his responses to the events which have triggered the writing, the

searching for a form, the appropriate words and the style to bring

alive the influences which coalesce in the mind as they are

winnowed into conscious ideas and appear as sentences on paper- -

not only brings these ideas into focus and sheds a particular glow

of reality on them, they also reflect the person and his ideas.

They become more meaningful because he discovers and creates them.

What he has searched for in the crannies of his mind, then selected

and written down, is placed in the limelight of his present experi-

ences. These ideas are enforced by the imposition of his own

energy and thought. They can then become more impressive, more

indelib:e for him. As such, they are learned--absorbed and claimed

in a way that typifies the most effective kind of learning.

Not only did we assume that our students should engage in

constant, directed writing experiences in order to achieve more

command over written expression and more insight into the mysteries

and beauties and values of writing; but we believed that their

writing should encompass far more variety and scope than is possible

it
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to attain in the traditional college writing course. We felt that

writing should provide active involvement for the student to dis-

cover the meaning of the form-content relationship in writing. In

order to fully appreciate the implications of the dictum, form

follows content, we tried to present them with problems, ideas and

purposes in writing that demanded different forms, differing styles,

and differing lengths. We proposed to demonstrate, as the experi-

mental students met the demands of finding the proper form for the

substance they were writing about, that matters of length, mood,

word-choice, and paragraphing all had an organic connection with

the material, and with the writer and the audience addressed.

To help the experimental student discover these concepts, and

at the same time to introduce him to a more comprehensive writing

program, it seemed logical to approach the various forms of writing

inductively by setting up a situation which involved, for example,

journalistic writing, or researching, or argumentative technives.

By fitting the form to the purposes and needs of the writer and his

audience, we could then confront the more immediate and practical

issues of determining whibh type of writing for which grade, kind

of class and for which students. Upon the general format of learn-

ing to write more effectively and to discover more of the hidden

and seemingly intractable secrets of the writing process by

examining in some detail the spoken form of the language, its

history, grammar and social characteristics, we imposed the added

objective of dealing with the various types of writing that the

future high school English teacher might reasonably expect to
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confront as a composition teacher-but which, in the normal process

of training are often overlooked. As we planned writing activities

which required that our experimental students themselves have

experience in composing personal narrative, argumentative essays,

or in journalism, we decided to address ourselves to the question

of determining the special characteristics of each type of writing,

and how these characteristics fitted the needs of special age

groups, interests and expectations of high school students. We

selected the following types of writing to deal with systematically

during the experimental course: persuasion, argumentation, nar-

ration, exposition, autobiography, journalism, letters, book reports

and research papers.

Methods Strand

We agreed as we planned for the content and activities of the

unified course that before a prospective high school English teacher

could perform successfully in the instruction of composition, his

training in linguistics, and his thinking about and experiences in

writing must be coupled with knowledge about the learning process,

about adolescent interests, needs and motivations, and the tech-

niques the teacher has at his or her command to inspire and guide

his students to write well. We realized that excellence in compo-

sition, even a keen interest in writing, or an awareness of how a

study of linguistics and the language and how they relate to the

writing process could never compensate for a failure on the part of

the student teacher to realize that the manner in which he plans

for writing assignments, how he presents his assignments, and then
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how he evaluates them contribute as much to the success of a piece

of writing by a pupil as any single skill the writer can bring to

his paper. We assumed that the student teacher should realize that

the roots of successful writing lie deep in the educational envirm-

ment and social-intellectual background of the student-writer, and

that these hidden factors need to be recognized as much as the more

direct confrontation with the so-called mechanics of writing.

Ability to write clear sentences, to constwuct well-developed para-

graphs, to spell correctly, and to provide for transition devices

would never satisfy, in themselves, the demands for jag, writing.

A teacher cannot expect to develop healthy and constructive atti-

tudes toward writing by focusing primarily on certain relatively

mechanical aspects of the writing act, such as a knowledge cf the

rules of grammar, the methods of constructing sentences, or of

basic principles of rhetoric. These skills may result in correct

writing; but they may not produce writing which reflects the high

spirit, the personal force and sense of individuality which can

evolve out of the struggle to communicate ideas, emotions and

experiences which are of vital importance to the writer, and which

have within them the power to influence the reader.

If these aims are to be achieved, the teacher must strive to

create a'context in which writing is accepted, indeed expected as

normal procedure in the English classroom; he must, gradually and

with patience, create a classroom situation which allows writing to

flow naturally from the ideas and the literature being studied, and

from the total environment of the students. He must also attempt to
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reduce the element of anxiety and cestary competition in ambits-

tering and evaluating the writing of his students; sad he should

also strive to give the student-writer an opportunity to receive

some approval from the teacher mat from his peers. Writing habits

and attitudes develop gradually, as the student begins to realise

that this type of communication has a special significance, and

that its virtues are essential to the community and to social and

human experience in general.

In order to inspire the kind of written communication that we

held up as our model, we felt it essential to stress the relation&

ship of planning to successful writing: of keeping the variables

of the interests, abilities, and seeds of a group of adolescents,

and of the literature or whatever ideas are being studied, canal

stantly in focus. Ma needs to recognise, for example, in his plait"

ping for classroom writing activities that adolescent writers may

thibi radically in their usage habit., in their attitudes toward

writing, and in the kind of language they Ude in their WA homes

and communities. The composition instructor also has to recognise

that there are differences in language development between boys and

girls; and that often variations in physical tomorditation among

adolescents may determine the clarity and speed of their handwriting..

Planning writing assignments should also reflect the teachees

understanding that there are patterns of errors in adolesseht

writing and certain weaknesses in developing a theme which they

share in comma. Students at this stage of their development

especially seed help in writing paragraphs, in choosing and then
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adhering tc a contrclling idea.; and in Making choices regarding

levels of usage: Also, if the teacher recogniaes that the ado-

lescent writet is Most likely tc make ettets in the use of vetbs,

in ptoftzun tefetence and agreement with antecedent; and in s-,71je-t-

ptedicate agreement he MAy be able to plan mere realistically: We

believed that the integtated, eteative; "alive" assignment holds

within it the seeds of intetest and Meaning Which can stiMulate

and guide the irtitet4 We considered the possibility that the

inventive, catefully planned ideas Which the teacher invests in the

planning of his assignments and Which fecograse inhetent indiid .a2

diffetences in a classtooth of adolescents, would help assure the

success of the stedentis writing as Much as the ti.elopient cf any

skill in the actual waiting Act itself:

We also realiled that the Mahe. in Which the Writing assign-

ment is adMitlistefed plays a significant tole in assuting success-

ful writing: We assUimed the necessity in trust cases, of OtoViding

a vatiety of topics of projects filed Which students can select: We

lichened that the students Should have a chance to ask questions

AbOut the wtiting assignment; that they he given a chance to teact

to it in class; and Mitt title be allotted fat ptobiems and er.:.esti,ms

tai arise Arlie& students become involved in acting oh the assignMent8

Iii this MAttet we felt it important that the tutnte CoMposition

teachtf tecogniae the need to let his student§ gain ptectice in

i ii Choices. fegediftg the type; length; And the specific Wtiting

needs the indiViduAl fecoghiges as necessary fOt iiMptoVethent:
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Putthermote, to help &Amite the future Mitosis of the assign=

"anti we would utge out student teachets to make cleat to their

students emactly what the aid* of a particular etsithaeht putpotted

to be; we would recommend that the assignment *sake some effott to

focus on apeciel ptoblemm that the CUSS Ai a whole reetighiati ail

steps in the eVolViagi grOWitis eatperiende of kitiftati an effectiiie

wtihet: Along with the elerifieetift of mime for the wfiting

assignment* we assumed that each assignment would provide cleat*

iindetstendatle and teas iiisttuctiofii: the length of a theme,

the fetid it it to he presented ihi its style* the time teguited fat

its completion are all factots, We felt, which should not be obi=

ttafily imposed upon the students froth the outside, but should

develop in teiationthip to specific ideas; specific students and

their needs: if pitiable* leeway in teipandifig to these fattots

might alto he pfovidedt and even4 more ideally* students should be

given a chance to diseeieti through them own involvement with the

demands of the assighienti the answers to some of these tideatiOdii4

fnt most adolescents we urged that the student teacher calf=

sitter the tierP:s of the thoftet poet* ftequettly adminitteted4

Over the longet theme at tesetteh piper infteoently assigned.: in

this Ordtiai atea of ptesenting wfitiftg Atiiiihilehtbi we felt that

the Wither euld Often ddfitribdte a gteat deal to authentic.} vital

and intetesting writing it iti.=clati waiting is combined with out=

ofaciatt themes' Again, dote *nation of which type Of tifiting

activity should be to laced to the pi:tabular aspirations of the

teadher and the needs of the students* as well as to the ideas
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being considered in the classroom. POt idcidee themes we felt that

it would be essential for students to understood the validity and

pose and eipectations of this type of writing; for outocfmcloss

writing we Housed that the teacher would stress mote &Attrition tc

style, variety in sentence construction, closet attention to word

choice and matter' of diction, careful arguments and etamples

chosen with economy and a precise relevance to the point being

medesdiend that in view of these higher etpectations, the teacher

would mmke clear that the evaluation of such writing would take

these considerations into account. Pet oetwof.itials writing we

ttied to mmhe our student teachers recognise the virtue cf re-

writing, regiottucturing, editing carefully before composing the

final droftwaithat is, that students be trained in the practice cf

'tremolomotion, and that actual steps be taken in the teacher's

planning to *heck for such efforts. If students become truly

involved in the writing process, and recognise its tentative,

Aware reaching nature, in which improvement is ttJ,--dutate with

the teathinkingi re4wurking and tewtiVidig what has been already

committed to pipet, then such habits as pre.wcorrectioft can become

firmly rooted in the student's approach to writing. If all students

could see themselves as writers, rather than as completing a writing

energise to satisfy some arbitrary demand of the ohool and teacher,

it is possible that, again, the quality of written espression in

the classroom could be immeasurably improved.

Another aatumptioft that guided our planning for the methods

strand woo the need for the student teacher to put as much emphasis
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tot what *mount ggia- the **Wag impatience Aid on uhat 'tappets

before and during the writing act. The composition instructot, if

he et the can prepare the student to look Using the tomcatted

thisa draft to whit really constitutes only a part of an organic,

evolving coati tuum in the overall development of tech student., cat

help prepare the studettmwritet to anima stiticiim and evaluation,

aad to develop certain attitudes and practiaes in reepondifts to the

evaluation of his twitting.. If the wtitet cat uftdetatand that

writing Le an intricate, highly creative and demanding form of

communicetion., subject to infinite manipulation and improvement,

and that his succeed tfi a writer depende to a doneidtteble outwit

on refinement and change and correction of whathwilima 'titian

with an eye on what k awn sate effectively, theft the

studettwtiter can think in terms of and poteibly detect the overall

pattern which unitise all separate and seemingly final *tiling

activitiet. In a tenet, et me could be led to eonoider the pie=

sibility that theta is no one paper, but one lonsmtense peps;

that the nacre of the writing process oubliette a drive to improve

writing by meets of applying the teats ifts gained from one writing

ampules*, to the neut. to make this application meaftingtui the

evaluatot rust point out not only those cherattetlitice of the

student's writing whisk have been successful and effective., but

ales those which need to be improved..

In certain initiates, we believed., improvemett in wtiting can

be furthered if the teacher will melte use of the drill procedure.,
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especially in the matter of misstating language paitainsi punctua-

tion) spelling; capitiliiation and sentence Consituctions; if the

ins ttuctot ihtends to use such s teaching pioceduit; he must be

catefhli holeiret to **late the OutOose of dtill to the pupil's

needs; the student Must undefstana the objectives behind the dtill;

the dtill should be 'fief but fiegnient; it Should be follo*4 by

analysis of Otogtess; Anti the student -canter should have

OPpoitiihities to Agi the hiso lkAiiiing to diffeteit but

sfidilat afiting situatiOns;

fir belitiied that the idle of the tolOoSition teachti As en

eValuitot; though often a het tbd one; can Oto4ide hii Frith c,ne of

his lost radiate ihd effetiiie devices tot hilOtoiing the Otiting

of his sindefiti: if OidOeilY hafidied end ificoi0oiated into the

total Oidgilik; Stith a deilta an Conitihnie i dynamic and

funddientai in the stutWni'i iiiiiiioakth to And

AttitUde towns toi iititihg; and takiiitely in Asttliing the quality of

**Lang that could satisfy the tequiielenit a most wilting

gill's: it it in the coilenti Ind coikect4on on A the that

a student tin Aiitbiti that he has NIA in intekested Add syliAthetic

in t: if tie tbliefitt ate tledtrfy itittth and to the point; the

student ineY aiso ditdoiiii. AY his 40ifit and sentences failed to

cobiunitate deafly And tioothii; of 4hy khe pdpetr failt4 to live

u0 kb the imeiniiiiienti of the aiSignient: Anothei function of the

cOilents suia cokieCtions is to Suggeit neat st4s for the iii iii,

to he can MAY his ne4 lesikhing to his nitite piece Of liiiiing;

Phase coliefitA sei40 to Oitticuliiiii thci itisonAllie the writing
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experience for the student, and for the teacher, who can often fit

his comments to the particular personality and needs of an indivi-

dual student: /a his appraisal of a student's theme, the evaluator

can often discern a pattern of errors and then try to pcint it out

and demonstrate how such errors can be avoided: In order to en-

courage the student to improve and to strengthen his interest in

writing, we believed strongly in the justificition of including

some positive comments on a student's theme; along with the negative--

even when there is scarcely any evidence to warrant the slightest

encouragement: hen a negitiv* comment is in order, we suggested

that such comments could be expressed in a tone that could be help-

ful; and "human:" rather than one that would reveal the utter !Adis-

sea** and tnOatience of the instructor, and which would seem to

convey to the hapless siudent the pits of his ignorance and incompe-

tence, in& induce an attitude of indifference and hopelessness

tow rd writing: To this end we recommended to our student teachers

that they feel obligated to mark OA those errors which a student

is callable of umtimminding and coecting: It is often the

tendency for the new composition teacher to let the red pencil run

way with itself and to feel compelled to ferret out and mark

errors: aather thin. *irking the sift error each time it occurs, we

assumed that it is sound learning procedure to let the student dist-

covei similar errors which hive not been garbed.

Fleetly; vs wished to sake provisions is Our new course for

dealing With the theme after it has been evaluated by the tecber,

min assumes lag that the deliberate and consistent steps the
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composition instructor takes to insure some sort of response to

fhe corrected paper would provide still another factor to imps wing

the writing skills of the high school student. The important

factor in this step of the writing process is that the compcsition

teacher explain clearly what type of follow-.4 program he endorses;

then to take steps to insure that these procedures are Lillowed,

and that students understand both the rewards and pc_nishments

attached to these procedures. Whether students correct only one

paragraph, one type of error, whether they are directed t: re-write

the entire paper, or to choose what the writer regards as the

serious errors and then correct those: the important ol-jective is

that the teacher establish a dynamic relationship between ti-_e paper-

as-written and a follow-up process after the paper has been evaluated.

To help vitalize this relationship we recommended that student

themes be kept in a folder and periodically examined by the writer;

that, whenever possible, the teacher schedule a conference with the

student to discus his writing in a more personal. and direct ,-.ntext

and that papers be read by other students, and under certain circulic-

stances, evaluated by them occasionally. We furthermore suggested

that group work, if carefully administered in the light of certain

objectives in the writing curriculum, could play a significant

in the evaluation process, and in helping stAents discover ideas

and interests which could motivate them to successful writing

efforts.

Our aspirations in this strand of the experimental course were

to help the prospective English teacher identify and then plan for
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and work towar/i classroom procedures which, we believed, could con-

tribute so significantly in transforming the raw material of the

student-writer's experiences and ideas into written expression

that would stretch his interests and abilities to the maximum. As

our experimental students were engaged in writing and in studying

the language and its relevance to the writing process, we wanted

to encourage them to think at the same time of Egal to pass along

their own insights and understanding to their own students. If

this three-way relationship, however complex and vaguely defined it

may at times seem to be, could be kept in focus during this period

of training, we hopefully assumed that these students could eventu-

ally undertake their future responsibilities as composition teachers

with confidence,. with skill and insight, and with the sense of high

spirit and commitment that the enterprise calls for.
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CHAPTER III

OUTLINE SHOWING CONCEPTS AND
LEARNING EXPERIENCES BASIC TO THE NEW COURSE

This chapter contains brief outlines which indicate the basic

nature of the formal subject matter developed for each strand of

the experimental, unified course. The outline included for the

language strand merely lists the subjects of the various lectures;

for the methods strand, the outline is more comprehensive and

substantive; the material included in the writing strand is much

more limited in perspective and includes data developed in only one

major phase of our interest in composition. The concepts included

in this outline--in no way meant to sound definitive or final- -

were developed with the hope of providing our students with a firmer

grasp of the stylistic characteristics of certain types of writing

which they would likely encounter in the classroom; with some aware-

ness of the specific educational value each type of writing offers;

and finally with some notion of how to present writing of a particu-

lar type in the classroom.
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LANGUAGE STRAND

I. What Language Is (one lecture)

A. Objectives

1. To acquaint students with the fact that English
involves more than literature and composition

2. To enable them to objectively examine something which
they have hitherto taken for granted

3. To introduce cultural relativity

4. To introduce the scientific method

B. Procedures

1. Described various methods of viewing language:

a. Traditional

b. Structural

c. 'Transformational

II. What Linguistics Is (one lecture)

A. Objectives

1. To describe the basic assumptions which linguistics
brings to language study

2. To introduce the general techniques used by linguists

B. Procedures

1. Phonological Analysis

a. Phonetics

b. Phonemics

2. Morphological Analysis

3. Syntactical Analysis
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III. The Social Structure of English (three lectures)

A. Objectives

1. To help the futre teacher handle questions of
appropriateness ,

2. To expand his understanding of the many social
dimensions by which judgments can be made

3. To introduce the kinds of usage guides now available,
both good and bad

B. Procedures

1. Introduction of principle of relative appropriatiness

2. Stress need for accurate description of social groups
and social situations before pronouncements can be
made

3. Discussion of the "either-or" (good vs. bad) fallacy
in language

4. Introduction to reliable and unreliable usage guides

5. Introduction to the history and function of diction-
aries (with emphasis on the Webster's Third
controversy)

6. Stress usefulness of involving students in inductively
gathering data on the social dimension of English as
a source for compositions in the high school

IV. The Geographical Structure of English (three lectures)

A. Objectives

1. To help the student realize that language, even
regional dialects, have systematic features

2. To point out some of the regional dialect
boundaries which exist in our country

3. To encourage the students to realize that every-
one speaks (and sometimes writes) in some sort of
dialect and that this is legitimate language
behavior

4. That language is intimately related to settlement
history, topography, and political boundaries
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B. Procedures

1. Introduction to the major dialect boundaries in
America

2. \Introduction to fieldwork procedures currently being
used

3. Required students to gather lexical data in their
hometown via a vocabulary questionnaire

V. The Historical Aspect of English (three lectures)

A. Objectives

1. To objectively face the problem of language change
and to provide teachers with a healthy attitude toward
it

2. To demonstrate that the knowledge of language history
is relevant to questions concerning current
"irregularities" in English pronunciation, grammar
and spelling

3. To provide students with the essential facts about
our language background

B. Procedures

1. Description of English as a Germanic language in the
Indc-European family

2. Outline of the major features of Old English, Middle
English and Modern English pronunciation, grammar and
orthography

3. Stress this relationship of grammatical change to such
apparent irregularities as the -en plural in oxen and
children and the relationship of political change to
French influences such as qu- in quick, queen, etc.

VI. The Sounds of English (two lectures)

A. Objectives

1. To acquaint students with the sound producing mecha-
nisms and with structure which exists even on the
level of sounds

2. To relate the knowledge of the sound system to diag-
nosing and improving reading, punctuation, and
spelling problems
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B. Procedures

1. Introduced English phonetics

2. Drilled on, sound recognition

3. Related sounds to spelling and punctuation

VII. The Grammar of English (two lectures)

A. Objectives

1. To develop awareness of the many meanings of "grammar"
and to agree upon one for our purposes

2. To identify the processes involved in word building

3. To relate the knowledge of the morphological
processes to vocabulary building and spelling

4. To develop an awareness of the system of English grammar

B. Procedures

1. Introduction to the basic terminology of structural
grammar (compared to traditional terminology)

2. Introduction to the morphological processes

3. An introduction to the morphological processes as they
relate to spelling and vocabulary building

VIII. The Syntax of English (three lectures)

A. Objectives

1. To acquaint students with the concept of word order
patterns

2. To acquaint students with the current approaches to
syntax

3. To suggest ways in which knowledge of syntax relates
to writing improvement

B. Procedures

1. Syntax defined
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2. Syntax systems examined

a. Traditional

b. Immediate Constituent

c. Transformational

3. Stress the relationship of sentence variety to
syntax units

WRITING STRAND

I. The Informal Essay

A. Stylistic characteristics:

1. Of the types of writing a high school student is apt
to engage in, the essay would probably qualify as the

most exacting and demanding. Its style should exemplify
the qualities of precise diction, natural and smooth
variety in sentence patterns, fluency, and an ability
to exploit such literary techniques as the use of
images, satire, understatement, etc., when the oppor-

tunity exists.

2. Usually the informal essay conveys a sense of economy
of expression, and suggests an easy control over the

form--that is, the writing conveys the impression that
the way the language is used fits the ideas the writer

is expressing perfectly.

3. Its personal quality is direct and presented without
apology; but the writer has an eye on the way his or
her own personal experiences have a general significance.
The writer moves logically from the specific to the

general.

4. The writer can freely adapt grammatical patterns,
idioms, and punctuation techniques to suit his

particular needs.

5. The informal essay would qualify as a fairly sophis-
ticated and polished type of writing, and questions
of word choice, usage, and tone would reflect these

characteristics.
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6. Ideally, such essays presuppose a general and rela-
tively universal audience. The writer is not address-
ing himself to one person or to a special group, but
to 'people.°

7. Since some of the 'content' may be general and abstract,
clarity of expression must be kept uppermost in mind.

8. The student needs to be warned that he cannot take
refuge behind his own personal whims or idiosyncrasies
in the place of carefully reasoned and qualified
arguments and examples.

B. Value in the writing curriculum:

1. Experience in writing the informal essay might allow
the student-writer to deal with problems and ideas
which are of fundamental, vital significance to his
life.

2. This type of writing can encourage students to think
about and develop personal values, and to be genuLn::
inely critical about the actions and ideas of people
around them.

3. Experience in making responsible judgments about man
and his world can be important consequences of this
type of writing.

4. This type of writing, especially, can show the writer
how form, word choice, tones and sentence constructions
all achieve a level of communication subtly beyond the
basic meaning conveyed by the combination of certain
words, in sentences and paragraphs.

5. The subject for the informal essay can grow naturally
out of the literature being studied, out of community
affairs or school issues--or out of anything which
can spark enthusiasm and interest, and which has

relevance to the high school student. 'Life' in
general can offer the grist for thought and written
expression when employing the personal essay form.

6. Ideally, such a writing experience can give depth and
refinement to the writer's intellectual and emotional
development.

7. Writing essays can afford one very important way for
the student to achieve a closer approximation to
responsible citizenship and a closer identity with
civilized, educated and human behaviour.
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C. Application in the classroom:

1. Time must be given for pre-thinking and pre-writing,
of living with an idea long enough so that ideas and
emphases begin to develop in the mind before the
writer faces the frustrating responsibility of commit-
ting words to paper.

2. More than in most forms of writing, extreme care must
be given to selecting the 'best' word, for constructing
paragraphs which develop the theme; for writing
sentences which appear smooth and fluent, and which
underline the meaning of the theme.

3. The writer must be conscious of the structure of the
whole paper, and aware of the reciprocal relationship
between the form itself and the ideas contained within
that form.

4. Pre-correcting, careful editing, and re-writing might
well be emphasized in this type of writing experience.

5. Since this type of writing constitutes one of the most
demanding forms within which to write, its use would
depend to a considerable degree on the writer's
command over written expression, his maturity and his
need for this type of intellectual experience. It
could well provide the culminating writing activity
for the high school senior--hopefully for all students,
but certainly for those who are college-bound.

II. Letter Writing (the friendly letter)

A. Stylistic characteristics: t/-

1. Generally speaking, a letter should reflect a personal
and informal style of writing. The 'personality' of
the writer should be evident and provide the writing

-with a consistently mique and individuating quality.

2. Because of its private and one-to-one relationship,
its informal nature permits much leeway in matters of
usage, punctuation, organization and paragraphing.

3. The tone of the friendly letter might be described as
casual and conversational--even digressive.

4. The letter must make frequent use of the personal pro-
noun "I"; this tendency should not be avoided, nor
should the letter result in a repetition of "I"
sentences.
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5. The letter format would normally make considerable
use of straightforward expository writing.

6. Because the letter suggests a close and personal type
of communication, the emotional 'content' of the letter
would be greater than in such forms as the newspaper
article, the informal essay, or in the research paper.

B. Value in the writing curriculum:

1. This type of writing would seem applicable at all
student levels, ages, and abilities.

2. Writing letters is one of the most effective ways of
introducing students to writing that is 'real'Auid
meaningful. Writing in this form takes place in a
context which seems practical and purposeful.

3. Such an assignment provides still another way to show
the writer how the audience (in this instance, the
receiver of the letter) helps to determine the content
and tone of a letter.

4. Writing friendly letters can help foster habits which
may insure lasting relationships, and hold friendships
together in spite of separation. In an age increasingly
typified by impersonal, temporary and functional
relationships, the personal letter can help provide a
warmer, more humane dimension to otherwise sterile and

crude contacts with one's fellowman.

The personal letter allows.the writer to share his
ideas and experiences, and to give of himself. Often,

in so doing, the writer engages in a form of self-
analysis. In explaining the consequences and motives
of certain actions to a close friend, the letter writer
inadvertently provides helpful psychological insights
into his own actions.

6. This type of writing affords an excellent opportunity
to deal with personal and ethical values, and with the

construction of an incipient philosophy.

7. Writing personal letters gives the teacher a chance to
apply the act of writing to the experiences and personal
background of each student. Students can comment on
TV programs, movies, class activities, career plans,
romances; etc.
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8. Writing letters can help students appreciate the drama
and the unique-universal quality of their individual
lives. Until they are forced to share their 'lives'
in a letter, by selecting certain activities and ideas,
by organizing them and commenting on them, they may
tend to overlook the 'glamor' and excitement--and value- -

of everyday occurrences. They can substitute the
typical notion, "I haven't anything to write about,"
with an awareness that an examination of their own
thoughts, feelings, motives, and aspirations has
unlimited potential value and meaning for some friend
or relative. And by such introspection and by a free
and honest reporting of these human qualities on paper,
the writer simultaneously partakes of the literary
process in a very real way.

C. Application in the classroom

1. The teacher needs to take the necessary precautions to
respect the personal and private nature of such com-
munications. The revelations such writing experiences
may bring forth from students need to be handled with
absolute discretion and honesty.

2. In planning to write a personal letter, encourage the
student-writer to consider exactly what the relation-
ship of the sender is to the intended recipient of the
letter. Then decide on what topics would be most
interesting to the receiver.

3. Try to show how the letter writer varies the tone of
his letter according to the circumstances. For
example, a letter written by a college freshman to his
parents might well differ considerably from one written
to his 'best' girl.

4. Famous letters could be studied with the objective of
determining the personality of the writer, and how
this quality is reflected in the style of the letter;
also of determining the relationship of the writer to
the receiver (Jefferson's letters to John Jay; Jay's
letters to his wife).

5. Suggest to your students that the writer can convey
more of a sense of the real substance and quality of
the writer's life if he provides more than just a
simple sketch of the activities of his life. In fact,
many times a well developed thought or experience can
tell far more than a letter packed with all the minute
details of every event of each hour of every day. By
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focus, and selection, and by establishing a perspec-
tive on the material included in the letter, the
writer dramatizes his own life, and in a sense is
therefore participating in the imaginative and creative
actions of the artist.

III. Book Report

A. Stylistic characteristics:

1. Normally the so-called book report or review involves
straightforward expository writing, with a substantial
degree of analysis and critical evaluation.

2. The book report incorporates episodes, characters, and
themes from the reading smoothly and with direct
relevance to the point-of-view of the writer.

3. The typical book report or book review must make its
point with extreme economy, and without an elaborate
and wordy recounting of all the events of the book in
question.

4. Both style and content for this type of writing must
take their cues from the reading done and the exact
requirements for the writing based on the book.

5. This type of writing invites personal reflections and
expressions of taste; but the expert reviewer will
steer mid-way between a purely personal and subjective
response and a totally detached and objective one.

B. Value in the writing curriculum:

1. A carefully planned bobk report assignment can enhance
the emotional and intellectual response of the reader
to the book under question.

2. The book report allows for developing a variety of
writing skills and types: the teacher could ask for
a paragraph describing the character with whom he

sympathized the most, or the one which seemed the
least real; or the student could be instructed to
write an argumentative essay defending or attacking
certain assumptions of the book; for the poorer student,
or for junior high students, the "report" might be a

recount of 'what happened.'

3. The book report can help the writer sharpen his under-
standing of the form of the novel and other literary
types, and to develop his aesthetic awareness of the

qualities which help to make up the 'good' novel or
autobiography or history.



60

4. When instructions for the book report are given in
advance, this type of writing activity can help the
student read with a purpose; also, writing about the
reading can help the reader define and thus understand
the themes and concepts of the book more precisely.

5. If writing the bock report or review is functional and
helps to develop insights both into reading fiction
and awes- fiction, it is possible that the logical out-
growth of such writing would be to encourage further
reading.

C. Application in the classroom:

1. Use the book report in a positive sense rather than
merely to check on whether the student has done the
required reading.

2. Vary the length and special requirements of the book
report, in order to avoid a rigid, stilted format for
'reporting' on the reading accomplished for the course.

3. Outside or required class reading can provide the basis
for effective in-class impromptu writing experiences.

4. Try to correlate the formal, classroom study of the
novel with the actual writing assigned to out-of-class
reading.

5. Give the students a chance to write a bock review,
perhaps encouraging them to submit it to the local
paper, or providing for sharing the reviews in the
class itself.

6. Encourage the writer to decide whether he is writing
his theme for an audience who has read the novel or for
one who has not; also ask him to consider the nature
of the audience he is addressing.

7. Such writing experiences can be used in all grade
levels, and adapted to the particular level of writing
proficiency of the class as a whole. Thus, book report
writing could conceivably advance from precise writing
to critical analyses to bonafide book reviews during
the progress of the student from junior high to senior
high.

8. Allow the writing assignment to be flexible enough to
accommodate the various type of books read, such as the
novel, the mystery, the non-fiction work, biography,
etc.
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IV. Research Paper

A. Stylistic characteristics:

1. The research paper requires a prose style that is
lucid, direct and one in which the ideas are care-
fully organized.

2. The use of reference materials and sources provide
basic information for the content of the paper.

3. The research paper tends to be longer and more complex
in structure than is characteristic of most high
school writing assignments.

4. Presentation of proof and sufficient evidence are
essential ingredients for most research papers.

5. In the case of the research paper, the style of
writing can be described as usually objective and
formal.

6. Experience in writing research papers requires a
combination of the writer's own analysis and explana-
tion as well as paraphrasing and editing of source
material.

7. The research paper often implies a wider audience than
the book report, personal letter, or anecdotal-
biographical paper.

B. Value in the writing curriculum:

1. Gives a student a chance to sift, organize and select
ideas and information to fit a particular subject or
thesis. The judgments he must make as he pursues
these ends offer valuable training for the mind and
require a sense of discipline and patience commensu-
rate with the pursuit of any worthwhile goal.

2. Provides a natural motivation for using reference
material and for learning how to use the library.

3. Allows students to pursue a subject which is of special
interest to him. In turn, this interest may spur
pride and effort in exercising his writing talents to
do justice to this interest.

4. In this pursuit, the student can experience learning
in depth and thereby gain a feeling of competency and
authority in one field. The research paper, properly
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supervised and incorporated in the total writing
curriculum, can provide a student with a sense of
achievement. Students can be proud of the hours of
'work' they invest in such a paper, and justly pleased
with the number of pages they have turned out--if the
pages reflect the merits of the research paper in the

best sense of the word. They provide him with tangi-
ble evidence of what he has accomplished, and hope-
fully learned.

5. The investigation of a special topic may stimulate
the student to pursue his topic further; and at the
same time the whole process will introduce him to an

awareness of research techniques which may be of value

in other courses and in subsequent out-of-school
experiences.

C. Application in the classroom:

1. Assigning extensive research papers is recommended
primarily for juniors and seniors who have revealed
some command over written expression in other types

of writing. The composition instructor needs to con-
sider carefully the writing competencies of his or
her students and their special interests and needs
before assigning a paper which requires a relatively
large investment in time, effort, and ability.

2. Students must be advised not to merely sou material
from encyclopedias and other source books. In order
to prevent this kind of wholesale copying the researcher
must first narrow his topic down to a particular,
manageable point so that he has a specific problem or
thesis to guide him in his search.

3. Research papers require considerable time, both for
completing the research and for writing the paper.

4. Because of its complex and demanding nature, the compo-
sition teacher needs to supervise the whole process
carefully.

5. The student needs to be encouraged to select only the
relevant data, to explain its significance and rele-
vance to his thesis, and to arrive, gradually, at his

own conclusions.

6. The teacher should spend time before giving such an
assignment in explaining how to use the library,
collect data, how to footnote and write a bibliography,
and how to write an outline before writing the paper.
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7. The teacher can check on the progress of the student's
research most effectively by scheduling individual
conferences.

8. The teacher should be realistic in judging the time
needed to evaluate this type of paper, and plan to
devote time to these papers which reflects the efforts
of the students and the proportionate weight of the
'grade' assigned to them.

9. The teacher needs to weigh carefully the merits and
difficulties involved in writing the research paper,
and bear in mind that some of the writing objectives to
be gained therefrom can be accomplished by shorter
papers more frequently administered.

V. Journalism

A. Stylistic characteristics:

1. Since the reporter in a newspaper attempts to present
the news impartially to a mass audience the style of
writing is basically objective and impersonal.

2. The journalistic style emphasizes brevity, succinctness
and pointedness. Its need for extreme economy and
directness minimizes involved and intricate sentence
patterns, complex punctuation devices and other than
essential adjectives and adverbs. Strong, precise,
active verbs often abound in good journalistic writing.

3. Paragraph development is also minimal (that is, short
or even one-sentence paragraphs may occur quite
frequently) because each sentence is apt to present one
single aspect of the event being presented.

4. The first line of a news article must be attention-
getting and briefly indicate the who-where7when of the
event.

5. The newspaper style of writing, in order to make up for
lack of time and space, may be described as dynamic,
dramatic and colorful.

6. The journalist often adheres to a formula in writing a
news article when using the inverted pyramid--in which
he covers the essential points in the first few lines
while he is still assured of the reader's attention.
He usually leaves the 'why' for the end of the article,
if it is covered at all.



64

7. The newspaper writer can identify almost instinctively
what is relevant and interesting for the public, and
is capable, by selection, emphasis and even by his
choice of words, of making his article more interest-
ing than it intrinsically merits. Sometimes, there-
fore, it is asserted, the journalist helps 'make' the
news, as well as to 'report' it.

B. Specific value in the total writing curriculum:

1. A unit on newspaper writing can give students a chance
to examine their own community and its activities in
a more critical, objective and comprehensive perspective.

2. Newspaper writing would provide an excellent device
for stressing expository writing. It could also help
teach the value of economy and succinctness of expres-
sion in writing, and the need to choose the precise
word to insure maximum meaning and effect.

3. A unit on newspaper writing can provide a variety of
writing topics that could appeal to the interests of
the entire class: sports column, fashion notes, book
reviews, editorial, letter-to-the-editor, special
feature articles, etc.

4. Experience in journalistic writing can provide an
excellent opportunity to show the need for and tech-
niques of editing--an experience which would have
relevance to ,all the subsequent writing a student might
produce.

5. Practice in constructive headlines can provide insights
into the organic relationship between the headline
(or the title of a theme) and the 'body' of the paper.

6. Such a writing experience can foster attitudes-Of pre-
senting the 'facts' as clearly and directly as possible,
and to allow them to speak for themselves, rather than
to permit the writer to 'speak' for them. At the same
time students can become aware of how inevitable, and
indeed how human it is to inject elements of propa-
ganda (or personal bias) in almost all news writing.

7. By writing newspaper articles and studying the news-
paper students can also learn about the function and
value of free reporting in a democratic society, and
their responsibility in reading the paper as a citizen,
and reacting to it intelligently.
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8. Newspaper writing forces the writer to acknowledge
the demands of writing for a general, average,
amorphous public.

9. Writing editorials could provide an excellent oppor-
tunity for persuasive-argumentative writing.

10. This type of writing accents the need for appropriate
usage, and accurate spelling and punctuation.

C. Application in the classroom:

1. Newspaper writing can easily be related to a study of
the newspaper and the mass media.

2. The entire class can be involved in a variety of ways
to suit individual interests in setting up a mock
student paper.

3. Examination of outstanding newspapers in the country
would help determine criteria for good newspaper
reporting.

4. A field trip to a newspaper plant, if possible, would
stimulate interest in and understanding of this type
of writing.

5. Inviting a newspaper editor or a field reporter to
speak to the class would possibly serve the same
function as (4).

6. The class could decide on ways and criteria for judging
the best news articles, editorials, sports column, etc.

7. If possible, the teacher could easily break the class
down into groups while getting 'copy' ready for press.

VI. Autobiographical Writing

A. Stylistic characteristics:

1. As in all writing, the precise style of writing will
vary with the personality and character of the writer,

with his subject, his audience, and with his command
over written expression. In such writing there should
be room for the expression of a personal style for each
writer, so that any single piece of autobiographical
writing should reveal some coherent and consistently
developed personal imprint.
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2. Unity in this type of writing is often achieved by
chronology and by adhering to a particular setting,
since the writer automatically reverts to narrative
techniques in telling his 'story.'

3. As a general rule the style generated by autobiographi-
cal writing will tend more to the personal, relaxed,
and informal than to the objective, impersonal and
restrained writing exemplified by the research paper,
the book review or by the news article.

4. The writing may frequently be direct, anecdotal, con-
crete, and make frequent use of specific examples,
even though it may give the appearance of raff.bling
and 'loose' organization.

B. Value and Application

1. Autobiographical writing can be adapted to several
forms: log, diary, single episode from a person's
life; "What I Believe,;" My plans for the future; my
favorite relative; places visited; dreams; a chapter
in my life; when I'm 80, my reaction to..., etc. It

can also readily be adapted to in-class and out-of-
class writing, and to long papers as well as to shorter
ones.

2. This type of writing can appeal to all age groups,
and at the same time accommodate individual differences.
In fact, the younger adolescents may react more
genuinely and openly to this type of writing because
they are less inhibited and more anxious to write
about themselves. However, all adolescents are interest-
ed in themselves, and usually would respond favorably
to expressing this interest in writing. If motivation
is an important factor in stimulating effective writing,
this form of writing would rank very near the top.

3. Such writing can easily be related to the study of
literature and can be used to extend the writer's
knowledge of narrative techniques, character develop-
ment, and descriptive writing.

4. Writing assignments emphasizing humor, satire, suspense,
mystery and drama can be developed within the broad
context of autobiographical or personal experience
papers.

5. This type of writing assignment assures familiarity
with the material being written about, interest in it,
and a written-in motivating impulse to share experiences
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which are naturally so personal and vital to the
writer. These factors may contribute a great deal
to uninhibited writing which may give pleasure and a
sense of accomplishment to all writers, regardless of
their age or the level of their writing competencies.
Pleasure in writing, after all, may lead to more and
better writing.

6. The flexibility and the personal qualities inherent
in autobiographical writing may offer one of the best
methods for introducing the writer to the 'mysteries'
of style.

METHODS STRAND

I. Concepts

A. Of vital significance to successful student writing is the
setting of realistic and achievable goals appropriate to
the adolescent's needs, ability and interests.

1. The setting of goals requires the teacher to understand
relation of background to dialects, usage, attitudes
toward writing, and suitability of topics for writing.

2. It is important to understand differences in the
language development of boys as contrasted with that
of girls. Differences also in physical co-ordination
result in variations in speed and clarity of hand-
writing.

3. Many adolescents have similar problems in writing:

a. Need to recognize the necessity for shifting levels
of language usage in relation to appropriateness

b. Need to develop ability to choose controlling idea
wisely and to stick to it

c. Need to concentrate on writing paragraphs before
attempting long themes and research papers

d. Need to observe carefully before writing, to
develop ability to think clearly, to organize and
present ideas with reader in mind, and to follow
conventions related to sentence sense, paragraph-
ing, spelling, punctuation, capitalization, and
manuscript form
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e. Need to master common usage errors (but on an
individual basis in a laboratory or guided study
situation) such as those involving verbs, pronoun
reference, and agreement

B. Success in the teaching of writing and language depends to
a great extent on an understanding of factors influencing
motivation.

1. Pupils are more likely to improve in writing if they
see meaning in their activities. The teacher needs to
convey to them his understanding of writing as communi-
cation by her emphasis upon their awn thoughts and
feelings. Use should be made whenever possible of
writing for real communication--writing letters as a
courtesy, or to order something, writing for the
school paper, keeping a record for classmates, etc.

2. Using pupil interests as a source of motivation
involves making use of literature discussion, of out-
side reading, of activities in other classes, out-of-
school activities, and of current happenings as repre-
sented in newspapers, TV, radio, and movies.

3. Motivation is directly related to the pupil's self-
concept. Elimination as far as possible of anxiety
and competition in favor of stress on co-operation
will result in improved motivation. Approval of
teacher and peers is especially encouraging in most
learning activities involving writing.

C. Performance will be more likely to improve if learning
experiences stress process as well as product.

1. Emphasis upon process involves concern for discovery
and inductive learning. Thus organization of learning
experiences, as in a teacher's plan, becomes highly
significant if the pupils are to discover relation-
ships and develop understandings that will lead to
desired concepts, skills, and abilities.

2. Use of a positive approach helps pupils learn on the
basis of meaning and interest rather than because of
fear of punishment.

3. Learning processes that require group work are often
desirable in the teaching of writing for:

a. Gaining approval of peers

b. Learning skills necessary for effective co-operation
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c. Producing the better result that may come from
group effort

d. Providing an opportunity for pupils to learn from

each other

4. There must also be opportunities for each pupil to do

individual work to develop independence in thinking
and working and to develop his own potential.

5. Emphasis upon the process of learning requires pro-
viding practice in making choices in judging results

in different situations:

a. Assignments

b. Classroom activities

c. Study of mediocre writing in contrast to superior

writing

6. In kinds of learning where mastery is essential, drill

is a significant part of the learning process, as in

learning language patterns:

a. Must be appropriate to each pupil's needs

b. Must be based on pupil's understanding of appro-

priate response

c. Usually should be brief but frequent

d. Should be followed by immediate analysis of

progress and by many opportunities to practice

the new learning in different but similar situations

D. Recognition of the significance of self-concept and moti-

vation in learning necessitates recognition also of the

importance of success and of appropriate and reliable

evaluation.

1. All pupils cannot be successful unless learning

experiences involve many different kinds of writing

at many different times.

2. The teacher must be realistic about paper-grading:

a. He cannot provide the writing experiences and the

evaluation probably needed unless he has a reason-

able load, such as 25 pupils in each of four

classes as recommended by the Conant report and by

NCTE.



b. It is better for both pupil and teacher for the

teacher to mark only those corrections the pupils
can profit from and do something about.

c. Special attention should be given to favorable
aspects of a pupil's writing whenever possible.

d. Pre-correction can save the teacher's time and
make pupil's independent.

e. Every pupil should have some response to his
writing if he wishes it: sometimes by the teacher
in writing and in a conference, and sometimes by
his classmates and by pupils in other classes.

3. Keeping folders containing written compositions readily
accessible helps both pupil and teacher see growth as

well as persistent weaknesses.

II. Learning Experiences Through Which Understanding of Concepts

Was to be Acquired

A. Reactions.to teaching situations. (Students reacted in
both written and oral form to a variety of high school
situations involving the teaching of writing to adolescents.)

B. Lecture on language development of children and adolescents.

C. Role-playing. (Students took parts of teachers and pupils
in situations involving writing, as in the making of
assignments and the carrying out of a conference with a
pupil with difficulties in writing.)

D. Observation of pupils in local high schools (voluntary).

E. Tutoring of pupils in local high schools (voluntary).

F. Observation of and conferences with instructors in fresh-

man English at the university level.

G. Interviewing and reporting interviews with high school
English teachers in home town.

H. Reading and discussion of assigned chapters in the two

textbooks and of professional articles.

I. Evaluation of compositions written by adolescents.
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J. Discussion with a high school teacher from Detroit and

with the supervisor of language arts in the Detroit public

schools. (This activity was scheduled following the mark-
ing by the Project English class of a set of themes written

in the Detroit teacher's high school class.)

K. Participation in small group as well as large group

activities.
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Chapter IV

EVALUATION AND IMPLICATIONS

Procedure

Four groups of students participated in the study. Control

groups A and B completed the customary preparation program involv-

ing separate courses in freshman English, modern English grammar,

and methods of teaching literature and composition; group A com-

pleted student teaching in fall 1964, and group B, in winter 1965.

Experimental groups A and B took the new two-term unified program

in fall 1964 and winter 1965, as well as freshman English and a

separate methods of teaching literature course; group A completed

student teaching in spring 1965, and group B, in fall 1965. The

data reported in this study were based upon 100 students; of these,

27 were in Control A; 30 in Control B; 22 in Experimental A and 21

in Experimental B.

Evaluation

The Project team planned the evaluation program to determine

whether the experimental group was, after the unified learning

experiences, superior to the control group in several ways:

1. Did they write more effectively?
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2. Were they better able to recognize good writing by adoles-

cents?

3. Did they have more understanding of certain concepts about

the English language?

4. Were they better prepared for those student-teaching

responsibilities concerned with the teaching of writing

and language?

5. Did they, during studentlteaching, perform better in the

teaching of writing and language?

6. Did they feel more confident about their preparation to

teach writing and language?

Data were secured to study the initial status of the control

and experimental groups prior to treatments. Two sets of scores,

those on the M.S.U. English test and the M.S.U. Reading Test, were

discarded since they were not available for those participants who

had transferred from other institutions. Because of an error in

time of administering the STEP pre-tests, these scores appear to

be misleading and are not reported in this study. But scores on

the vocabulary and general information sections of the standardized

College Qualifying Test were utilized, as were variables such as

the number of credits and grade-point averages in English courses

and the grade in Education 327D, Methods of Teaching Secondary

School English.

A discriminant analysis was performed (see Table 1) and re-

vealed that the four groups were initially similar on the standard-

ized tests, they had similar grades in English and Education courses,
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TABLE 1

DISCRIMINANT ANALYSIS OF DATA FROM ENTRANCE TESTS AND TRANSCRIPTS
FOR FOUR GROUPS

Tests and
Courses

Experimental Groups
A B
N=22 N=21

Control Groups
A B
N=27 N=30

Total

N=100

Group Means

Verbal 61.45 56.52 56.70 56.80 57.74

Information 51.36 47.86 47.59 52.56 49.97

Total English
Credits 42.95 37.59 35.77 40.43 39.13

English GPA 2.67 2.69 2.60 2.71 2.66

Ed. 327 Grades 2.80 3.00 2.86 2.73 2.84

S.D.

Verbal 8.66 10.95 14.37 11.73 11.77

Information 7.23 11.56 12.14 8.96 10.26

Total English
Credits 4.76 9.98 9.11 6.89 8.25

English GPA .58 .38 .46 .42. .46

Ed. 327 Grades 1.18 .70 .86 .83 .89

F1 = 15

F2 = 254

Latent Root = .787 Per cent of Trace = 68.5

Test of H2 F = 1.53 < F 1.57> .05

and they had about the same number of credits. This statistical

procedure takes into account the relationships between all varia-

bles, variability of group means on the variables, and individual

variability about group means on all variables. Therefore, differ-

ences among the groups were non-significant, and for practical pur-

poses the four groups could not be distinguished from each other

initially.
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After student teaching, participants reported the extent of

their experience in teaching language and written composition.

(See Rating IV in Appendix.) Many taught in more than one kind of

English course but an analysis (see Table 2) shows there was no

difference between the experimental and control groups in the kind

of experience provided by student teaching in the public schools.

TABLE 2

FREQUENCY OF STUDENT TEACHING IN DIFFERENT KINDS OF ENGLISH COURSES

BY EXPERIMENTAL AND CONTROL GROUPS

Kind of Course Experimental Groups Control Groups

Primary emphasis
on literature 20 27

Emphasis on both
composition and
literature 35 50

Primary emphasis
on composition 5 2

The Project team designed all other evaluation instruments

used in the study. All students took the three-part Comprehensive

Test at the beginning of studentteaching. The two-hour test (see

Appendix) dealt with the teaching of writing and language at the

high school level and required the writer to demonstrate his ability

to think clearly and to express his ideas effectively. Pact I asked

for a reaction to a high school teacher's assignment involving the

study of language and the writing of a composition. In Part II

participants evaluated a theme written by one of the high school

students in response to the assignment given in Part I. Part III
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gave the writer an opportunity to explain his treatment of the high

school student's theme in Part II. Thus an effort was deliberately

made to design a unified measuring instrument consistent with the

unified nature of the new course.

Three team members and an experienced teacher of writing in

the freshman program at Michigan State University participated in

the scoring of the Comprehensive Test. Each paper was read by three

readers, each of whom used a rating sheet designed by the team

(see Appendix). To complete the forms, readers had to look for

specific concepts about language, about teaching language and

writing to adolescents, and about evaluating the written work of

adolescents. In addition, readers had to react to the organization,

style, and mechanics of each paper.

Before data for the experimental and control groups were com-

pared, a study was made of the reliability of the four readers

(see Table 3). Because no paper was read by all four raters, the

four ratings were collapsed into three; thus only three estimates

are provided on each part of the tests. On Part I of the tests,

the readers were to rate not only the student's analysis of the

strengths and weaknesses of the teacher's assignment, but also the

student's organization, style, and mechanics as demonstrated in the

analysis. The median reader reliability on each was as follows:

strengths, .51; weaknesses, .57; organization, A8; style, .20;

and mechanics, 02. On Part II, in which the student graded a

pupil's theme, the median reliability was .87. On Part III, the



TABLE 3

ANALYSIS OF RELIABILITY OF THREE READERS RATING
PARTS I, II, AND III OF THE COMPREHENSIVE TEST

Concept or
Ability Rated Experimental Readers

I,II

Md.
Control Readers Reliability

II,III

Part I

Strengths .37 .55 .40 .52 .51 .59 .51

Weaknesses .33 .53 .78 .47 .60 .60 .57

Organization .19 .18 .29. .12 .06 .49 .18

Style .24 .47 .13 .14 .12 .24:. .20

Mechanics .33 .30 .42 .18 .07 .41 .32

Part II

Total score .92 .84 .88 .86 .71 .76 .87

Comment:

Tone .64 .53 .58 .50 .50 .53 .53

Word choice .25 .33 .24 .08 .23 .25 .25

Mechanics .46 .36 .20 .43 .23 .48 .40

Next steps .56 .60 .23 .26 .19 -.10 .25

Part III

Total score .72 .44 .60 .39 .48 .28 .46

Justification of:

Comment .41 .09 .27 .15 -.03 .19 .18

Grade .69 .43 .62 .64 .55 .61 .61

Organization .25 .00 .36 .00 .23 .23 .23

Style .11 .00 .24 .16 .18 .41 .17

Mechanics .09 .03 .36 .27 .18 .27 .23

student's explanation of his grading of the theme, the median

reliability was .46. It is believed, therefore, that the readers

were looking for the same kinds of evidence and were giving simi-

lar weight to what they found.
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The experimental and control groups were then compared on all

parts of the Comprehensive Test (see Table 4). The average sum of

TABLE 4

AVERAGE SUM OF RATINGS ON PARTS I, II, AND III OF

COMPREHENSIVE TEST AND ON STEP WRITING TEST

Concept or
Ability Rated Experimental SD Control SD

Part I

Strengths 9.89 3.06 9.31 2.99

Weaknesses 11.73 2.61 11.75 2.90

Organization 9.34 2.55 9.16 2.40

Style 9.50 2.30 9.31 1.90

Mechanics 8.61 3.19 7.88 2.49

1.24 non-sig.

Part II

Total 28.66 10.196 39.35 9.90

Tone 9.07 2.75 8.66 2.43

Choice 7.38 2.15 7.10 1.82

Mechanics 7.22 2.49 7.10 2.74

Next Steps 11.45 2.47 11.22 1.83

Part III

Total 31.59 7.34 32.34 6.08

Just. of Comments 14.80 3.00 14.98 3.23

Just. of Grades 17.30 21.36 16.76 2.60

Organization 9.25 2.15 9.01 1.85

Style 9.41 2.04 8.98 1.72

Mechanics 7.43 2.06 6.76 2.14

w1.10 non-sig.

STEP Test

Total 316.13 16.18 317.39 11.23



the ratings was used as the composite evaluation with a high score

indicating a favorable reaction of the readers; a high score on all

other factors indicates an unfavorable reaction. No significant

differences were detected between the two groups on any part of

the Comprehensive Test. On the basis of this evaluation, the

experimental course produced students who were no better or worse

than the students taking the customary program--in regard to their

ability to write, in their understanding of certain concepts con-

cerning language and teaching, or in their ability to evaluate the

writing of adolescents.

The standardized STEP post -test, an objective-type measure, of

writing ability administered during the same week as the Comprehen-

sive Test, provided further evidence there were no significant

differences between the experimental and control groups at the time

they were ready to begin their student teaching. The average sum

of the scores made by the experimental group was 316.13 (S.D. 16.18)

and that for the control group was 317.39 (S.D. 11.23).

The team also developed instruments that were designed to

detect possible differences between the two groups in their actual

performance as student teachers in high school classrooms. (All

of these instruments are included in the Appendix.) Rating I was

completed by the teacher supervising the student teacher; Rating II,

by each pupil in one or two classes taught by the student teacher;

and Ratings III and IV, by the student teacher himself. The first



81

three contain similar statements describing qualifications of a

teacher of language and writing. Symbols from 1 through 5 provide

the basis for rating the student teacher on each competency. The

percentage of students in experimental and control groups receiving

each rating on each item is shown, along with means and standard

deviations in Tables I, II, and III in the Appendix. These data do

not reveal any statistically significant differences between the

student teachers in the experimental group and those in the control

group.

Thus a comparison of the two groups as student teachers neither

supports nor refutes the merits of the new unified program. Ratings,

however, do rdeal certain tendencies that seem worth noting. On

fifteen competencies the experimental group was rated distinctly

differently (t-value of 1 or more) than was the control group (see

Table 5). On seven of these competencies the supervising teachers

appear to rate the experimental group higher and on one, lower.

Especially worth noting is their relatively high rating on seven

competencies basic to the goE, of the unified course: 1. Makes

consistent use of concepts and knowledge about language and

linguistics in his teaching of writing, 2. Understands relation-

ship of language development to adolescents' personal and social

characteristics, 3. Teaches grammar effectively, 4. Teaches

usage effectively, 5. Uses a variety of materials to help pupils

learn to write, 6. Takes advantage in writing instruction of

activities and interests outside the English classroom, and b

,
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TABLE 5

COMPETENCIES ON WHICH EXPERIMENTAL GROUP RECEIVED DISTINCTLY
HIGHER OR LOWER RATINGS BY AT LEAST ONE GROUP -- SUPERVISING

TEACHERS, PUPILS, OR STUDENT TEACHERS*

Competencies

1. Makes consistent use of concepts
and knowledge about language and
linguistics in his teaching of
writing (Comparable competency on
pupil rating: Demonstrates that
writing relates to all forms of
written and spoken communication
such as literature, the newspaper,
and public speech)

2. Teaches grammar effectively (e.g.
parts of speech, clauses)

3. Makes assignments clear

4. Provides ways for pupils to obtain
reactions from their peers

5. Uses a variety of materials to help
pupils learn to write

6. Understands relationship of lang-
uage development to adolescents'
personal and social characteristics

7. Takes advantage in writing instruc-
tion of activities and interests
outside the English classroom

8. Gives both-in-class and out-of-
class writing assignments

9. Teaches usage clearly (elg. He
has wrote.)

**10. Marks only errors which pupil is
capable of doing something about

**11. Has helpful conferences with
pupils about writing

Groups Giving Distinctly
Higher or Lower Rating

Sup.Tch. Pupil St.Tch.

H

H
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TABLE 5 - Continued

Groups Giving Distinctly

Competencies Higher or Lower Rating

Sup.Tch. Pupil St.Tch.

12. Teaches punctuation and
mechanics effectively

13. Recognizes improvement of
pupils in writing without over-
stressing competition

H14. Teaches letter writing effectively

15. Arranges for pupils to receive
prompt reaction to their writing

16. Helps pupils meet standards of
legibility, neatness and form

H

*A t-value of 1 or over was taken as the index of ratio, but

no differences are statistically significant
**Pupil rating form (II) has no comparable competency

7. Gives both in -class and out -of -class writing assignments. The

one competency on which the supervising teachers were inclined to

rate the experimental group lower, than they rated the control group

was also one on which the pupils tended to rate the experimental

student teachers higher: Provides ways for pupils to obtain re-

actions from their peers. It seems not unreasonable to wonder

whether this competency might be one on which the pupils would be

better qualified to judge than the supervising teachers. It should

be noted, however, that supervisory teachers and pupils were aware

of which groups were experimental. This does possibly contaminate

the data.

At the end of the rating sheet was a space where the super-

vising teacher might comment. Though no conclusions can be drawn



from these statements, each of the following illustrates the

opinions of more than one supervising teacher:

Comments concernin student teachers from the control grou

Miss has lacked confidence in her ability to plan
and carry out assignments without a good deal of time in
co-operative planning with the co-operating teacher; it is
therefore difficult to evaluate her performance in planning,
use of materials, and assignments. Her strengths in teach-
ing writing are in her willingness to work with individual
students in stimulating and revising, her ability to evaluate
student writing in a fair and effective manner, and her desire
to find effective ways of presenting lesson materials. She

needs help most in broadening her own and her students'
experiences, providing for a variety in instructional methods,
and planning integrating experiences to utilize the principles
of grammar and mechanics in writing assignments.

* * * *

My judgments are colored by my bias in favor of linguis-
tics. Number 2, for instance, (understands relationship of
language development to adolescents' personal and social
characteristics), shows very clearly our differences. Miss

is quite frank in her opposition to a linguistics
approach. Where I consider usage differences as differences
and that a "less educated" dialect'should be supplemented by
a "more educated" dialect (because of middle class biases,

etc., etc.), Mids feels that "ain't done nothing" is less
communicative, and somehow lazy and slovely. Her vocabulary
she feels, should not be "watered dcwn" for students; it is
their job to bring their vocabulary up to hers. I think that
she gradually modified these views when faced with the prac-
tical problem of communication--but not nearly enough.

* * * *

aei7 general knowledge of writing techniques was good.
However, her method of presenting the techniques to the
students and providing them with a variety of situations in
which to apply them was somewhat limited.

L5hi7 also had a rather alarming lack of knowledge and
understanding of the grammatical structure of the language.
Both in terms of the traditional and structural approaches,
she felt quite inadequately prepared.

* * * *

51e7 is himself a writer of short stories and poetry,
and spring term will be one of the editors of the M.S.U.
creative writing magazine. He enjoys reading student writing,

likes to write comments on the papers, encourages the students
to meet with him to discuss ways of improving their writing.
His suggestions to the students are sound. He doesn't make a
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fuss about grammar or spelling, but does insist on clarity, on
effective communication. During a unit in which all five
classes (grades 9 and 10) were writing short stories, he was
immensely helpful in leading students to an understanding of
character development, creation of mood and atmosphere. I

found him outstanding in his interested and imaginative
approach to student writing.

* * * *

LAE followed the textbook carefully. I felt she should

have been more creative and inspirational in presenting
material. She actually did not attempt to show the students
how to develop writing skills. They were assigned a topic
and told to write--but they were not stimulated. I was dis-

appointed in this particular phase of her teaching; however,
she was good in many other areas.

Comments concerning student-teachers
from the experimental group

In this particular phase of the English program she has
been the best student teacher I have worked with out of seven.

She has done an excellent job in many of the areas which
have been entirely neglected by previous student teachers- -
conferences with pupils, prompt reaction to writing, construc-
tive comments, variety of activities, etc.

* * * *

His instruction gave the students some of the best
English they have ever had. His craftsmanship as a teacher

gave them an insight to the value of craftsmanship in writing,

theirs or others. He is a good teacher and a good product of

your project.
* * * *

This student has real writing ability. I have been most

pleased with the comments she has written on students' themes.

She is able to pinpoint precisely strengths and weaknesses.
Her comments, too, indicate an understanding of students and

have been encouraging for them to read.

* * * *

He has a very good understanding of the power and beauty

of the language, especially in creative writing, or descrip-

tion and narration.
However, thic chief weakness is in correlating these

limited areas of knowledge with the total English program.
Seeing the relationship between creative writing and exposi-
tion is difficult for him

Similarly, Lhe7 has a good background in traditional
grammar and some knowledge of linguistics, but he does not
understand the relationship between grammar and sentence
structure. And he does not put his knowledge to any practical
use in the classroom.

* * *



Theme comments were unusually perceptive. They were most
encouraging and helpful. I have noticed the greatest improve-
ment in Project English's teachers in the area of evaluating
themes. I would recommend this course be included even though
the Project is finished. To me it is invaluable.

* * * *

One competency where pupils rated the student teachers from

the unified course as better qualified than other student teachers

reveals agreement with the ratings by supervising teachers: Demon-

strates that writing relates to all forms of written and spoken

communication such as literature, the newspaper, and public".speech.

Here there is similarity to supervising teachers' high rating of

the student teachers' understanding of concepts. The pupils also

tended to feel these student teachers were better able to make clear

assignments and to help with standards of legibility, neatness, and

form.

The self-evaluations by student teachers from the new course

tended to be higher than those of other student teachers for eight

competencies and lower for one. They, as well as the supervising

teachers, appeared to use higher ratings in regard to their teaching

of grammar. Their evaluations of the clarity of their assignments

gave support to the high rating by the pupils. Other competencies

which came out higher in the self-evaluations of the experimental

group were: 1. Marks only errors which pupil is capable of doing

something about, 2. Has helpful conferences with pupils, 3. Teaches

punctuation and mechanics effectively, 4. Recognizes improvement of

pupils in writing without over-stressing competition, 5. Teaches

letter-writing effectively, and 6. Arranges for pupils to receive

prompt reaction to their writing.



The one competency on which the self-evaluation by the experi-

mental group was lower than that of the control group was one on

which they were rated higher by the supervising teachers and which

was central to the experimental course. Since it was hypothesized

that the students taking this course would be more likely than

others to make consistent use of concepts about language and linguis-

tics in the teaching of writing, the tendency of the supervising

teachers to give the experimental group higher ratings was expected;

but the lack of confidence expressed in the student self-ratings

was unexpected. This low self- rating may indicate a possibility

that the more informed a student becomes about language and writing,

the more severely he judges his performance in the high school class-

room. Should such a possibility actually be the case, the need to

help beginning, idealistic teachers establish realistic goals for

themselves becomes obvious.

There were too few ratings on the various types of writing to

provide useful data. The variation in student-teaching situations

was apparently so great and such a small number of student teachers

taught any one type of writing that each sample was too small to be

useful--except in the case of letter-writing. Here the experimental

group may have felt a bit more confident than the control group.

A fourth rating sheet provides additional data concerning the

attitudes of both the experimental and control groups. After com-

pleting student teaching, they filled out Rating Sheet IV, an open-

ended form with space for answers to such questions and directions
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as 1. In what ways did you feel best prepared to teach writing?

2. In what ways did you feel most inadequate in your teaching of

writing? 3. What aspects of your on-campus work were particularly

helpful in preparing you to teach writing? 4. Which of the aspects

of your on-campus preparation related to writing or the teaching

of it were of little or no help? and 5. Describe your feeling

about yourself as a writer and as a teacher of writing.

When the responses to Rating IV were coded and categorized,

they revealed no statistically significant differences between the

two groups of student teachers. But as in the case of responses

to Ratings I, II, III, certain tendencies are worth noting (see

Table 6).

TABLE 6

PERCENTAGES OF EXPERIMENTAL AND CONTROL GROUPS
INDIcATING,vERTAIWAREAS OF STRENGTH
AND WEAKNESS IN THEIR PREPARATION *.

Area of
Strength or
Weakness

1. Ability to evaluate writing

2. Ability to use appropriate
teaching methods (motivating
pupils, making assignments,
etc.)

3. Ability to teach writing
process (organization,
paragraphing, etc.)

4. Understanding of certain
types of writing (creative,
expository, etc.)

5. Miscellaneous

Percentage Indicating
Strength I Weakness

Ex. Cont. Ex. Cont.

41 20 10 13

31 8 15 25

10 23 3 2

8 12 10 7

18 10 31 18

*Since some student teachers indicated a strength or weakness

related to more than one aspect of their preparation, the total
is more than 100%.
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Those who took the unified course appear to feel more confi-

dent about theit ability to evaluate writing and about their ability

to use appropriate methods; also they are less inclined to mention

so frequently miscellaneous weaknesses, such as fear of discipline

problems. Though they do not mention weaknesses in ability to teach

the writing process, they are less likely than the control group to

mention this ability as a strength. Since many of the learning

experiences related to methods and evaluation were the same for both

groups, any real differences might possibly be explained either by

the additional preparation in writing or by the unified aspect of

the preparation. If the additional instruction in writing could be

proved responsible, again (as in the case of self-evaluations of

consistent use of concepts about language and linguistics in the

teaching of writing) lack of confidence might be considered as a

possible result of increased awareness of problems in the study of

language and writing.

Comments, however, written in response to the request for a

description of themselves as writers and teachers of writing reveal

no significant differences (see Table 7). Approximately the same

number in each group feel confident, average, or below average. It

may be worthwhile to note that again the experimental group seems

to express hesitancy, since 41% of this group indicate insufficient

evidence on which to judge themselves as teachers et writing.

Fo/logilig isrAtIstittessent*:*.iibittritetve vf):thesbcsattitentystimients.

in- both groups:
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TABLE 7

PERCENTAGES OF EXPERIMENTAL AND CONTROL GROUPS INDICATING
VARIOUS DEGREES OF CONFIDENCE IN ABILITY AS A WRITER

AND AS A TEACHER. OF WIZTING

Percentage Indicating

[

Ability as Ability as
Writer TeacherDegree of Confidence

Ex. Cont. Ex. Cont.

Above average 26 33 15 31

Average 31 31 23 21

Below average 8 18 5 18

Insufficient evidence 36 15 41 21

Comments written by students in the control group who had a

writing course beyond the freshman one

Any writing talent that I possess has been mainly self-
learned, as far as I am concerned. I have been encouraged in
my writing) but I have not been advised to any extent. My
interest in writing will be helpful in my teaching the subject,
but I do not feel that my preparation in this field has been
adequate.

* * * *

I feel confident in my writing ability and that my strongest
teaching skill is in writing. In student teaching I found that
the students reacted well to my ideas and presentation in the
teaching of writing and that they made some great improvement.

Comments written b students in the control rou who had no

writin: course be and the freshman Near

I think I learned something about teaching writing from
the experience in student teaching. However, I am sure that
I have a lot more to learn about it. I feel that i can write
effectively but again this is from my own experience in writ-
ing and not from any specific course I had in college.

I feel that some course in teaching writing should be
required of prospective English teachers. If there were such
a course I would take it. Linguistics has been no help to me
in teaching anything. Much more important, practically speak-
ing, would be a course in writing and teaching writing for
English teachers.

* * * *
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I feel that I am better prepared as a teacher of writing
as a result of my research for the lessons I had to teach as a
student teacher. However, I still feel very inadequate as a
writer and as a teachercof writing. I regret that I haven't
done more writing of my own and that I haven't taken any
classes in writing at college.

Comments written by students in the experimental group

As a teacher of writing, I feel that I have not had
enough background in usage, grammar, and generally a backlog
of rules to rely upon in teaching. I know the correct word
or phrase, but I do not know why it is correct, that is a
specific rude or definition I could use to guide students.
This, I feel, is not my fault. English teachers need a course
dealing with this.

* * * *
As a writer I'm okay--perhaps above average. As a teacher

of writing--how can I say? My greatest asset as a teacher of
writing is that I'm an experimenter and an innovator. I'm
weak on emphasizing grammar but strong (hopefully) on stirring
up emotions and responses to literature and life which can be
expressed in writing.

* * * *

I feel that I can write and can do a good job when I am
interested and motivated. As a teacher of writing I was dis-
appointed. My students gained a great deal in organizational
and structural techniques but in the area of style and language
I felt I had only scraped the surface in their writing.

* * * *

I do not enjoy writing a great deal because many of my
teachers seemed to concentrate on quantity and a completed
assignment, rather than quality and a well-written paper based
on logical, thought or creative expression. Project English
changed my attitude toward writing and offered some good
methods for teaching the student and the teacher the why and
how of written expression and communication.

In response to the question concerning the value of on-campus

work as preparation for teaching writing, student teachers appear

to vary.(s4e Table 8). Again students often mentioned more than

one aspect, but differences are not statistically significant.

Though student teachers in both groups seem loath to indicate least

helpful aspects, 38% of the control group listed the customary

modern English grammar course. In contrast, 85% of the experimental
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TABLES

PERCENTAGES OF EXPERIMENTAL AND CONTROL GROUPS INDICATING
VARIOUS ASPECTS OF THEIR ON-CAMPUS WORK AS OF MOST

AND LEAST HELP IN PREPARATION
FOR TEACHING OF WRITING*

On-Campus Work

Percentage Indicating

Most Help Least Help

Ex. Cont. Ex. Cont.

1.

2.

New unified course

Customary modern English

85 13

grammar course -- 3 -- 38

3. Methods course MD MD 53 MD MD 3

4. Other English courses 41 60 3 13

5. American Thought and Language 13 4 3 3

6. Miscellaneous 8 7 21 13

*Differences are not statistically significant

group indicated, as one of the most helpful aspects, the unified

course. Their comments, though sometimes shorter, are represented

by the following one written by a member of the group:

Every phase of Project English at one point or the other
came echoing back during various teaching situations I was
faced with handling--most especially when I corrected the trial
set of papers as part of the Project's study of handling student
work....

The instruction I received in Project English concerning
the grading and evaluation of papers I found invaluable. The
circular entitled "Why Don't English Teachers Write?" induced
me to re-evaluate my own writing and to concentrate on my awn
writing. Through such involvement and personal experience I
felt more adequate to assess other writing. This one small
article definitely had a significant influence upon my writing
and evaluation of students' work. The textbook, Teaching
Language and Literature by Loban, Ryan, and Squire and the
reading material in this text has been most helpful. It pre-
sents a variety of new approaches to the teaching of writing
as well as the theories behind these methods. I've made good
use of this text in my student teaching experience and shall
continue to do so.
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I can't say that any aspects were of no help. At the

time there were phases that didn't seem applicable, but I
found use for them later. I would say that the instruction
in the new grammars and in linguistics has been of little
help, but solely because the time element prohibited extensive
study, and I feel I would need more depth before implementing
such information.

Limitations Affecting the Study

In reviewing the procedures used in the study and the evalua-

tion made of the results, the Project team sees several factors that

may well have presented serious handicaps. The first, an unavoi

able one, resulted when a member of the original team had to leave

following the first year of planning. His replacement was at a

considerable disadvantage in beginning the new course without a

complete understanding of the philosophy supporting it--the kind

of understanding that develops only after months of co-operative

planning with other instructors. Also it was unfortunate that the

second instructor had himself to be replaced during the third year

of the Project when the Comprehensive Tests were evaluated. However,

since the analysis of reader reliability indicated no significant

differences, this shift in personnel probably influenced team

morale more than it did the results of the study.

No doubt the change in instructors affected the study in

another way. In the original plans, the man who taught the separate

grammar course to the control groups was to have adapted many of

the same learning experiences for use in the experimental, unified

course. Though the replacement made every effort to follow plans

provided him, unavoidable shifts became apparent to the four other

team members who had worked together for the longer period.



At the conclusion of the new course, the three instructors

who had done most of the teaching agreed that probably a change had

taken place in themselves as well as Lirtheirlitudeuts. Though

devising instruments to measure such a change had not occurred to

the team during the year of preparation, all wished at the end of

the study for something more objective to report than opinion. Yet

the judgment of these three experienced teachers who had worked

closely together three mornings a week for six months supports the

conclusion that their understanding of writing, language, and teach-

ing had been considerably increased and that their future work in

any teacher preparation program would demonstrate the benefits

derived from working with each other. Though instructors readily

admitted that they may have possibly studied more because of the

others' influence, they felt their experience in the new course

somehow had proved once more that the whole is often more than the

sum of the parts. It was believed, furthermore, that the influence

of such experimental team work on future teaching in a one-instructor

situation might well merit further study.

Though a need to study the changes in learners over a longer

time had been anticipated, there seemed no reasonable way to extend

the study. Persisting, however, is the belief that the true test

of changes brought about in a preparation program should come after

the teacher has accumulated several years of experience in his own

classroom. Since Michigan State University has tentatively planned

a follow-up program of graduates in English in several years, further

evidence concerning the attitudes of Project participants may become
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available. It will be interesting to learn the extent to which

they agree with the one who left for Peace Corps teaching without

completing student teaching. Upon returning to the campus two

years later, she reported that she now thinks Project English is

"great" but that she did not think so at the time she was partici-

pating in it.

This kind of judgment supports another concern felt by the

team soon after the beginning of the study. Control groups con-

sisted of the English majors in the traditional program during the

two terms preceding the new course. Experimental groups consisted

of those English majors then eligible for the traditional grammar

and methods courses. This procedure was no doubt responsible for

the fact that the two groups were not significantly different in

ability and in previous background. But since some of the control

students had not elected a writing course, their preparation in

reality covered a shorter time than that provided the experimental

group. Though no significant difference resulted according to the

various measuring instruments, a possible difference in attitude

of some participants became apparent. The few who possibly resented

the new two-term course perhaps should have been encouraged to drop

it. Perhaps also it might have been wise to administer a personality

test to all groups, but the fact that control and experimental groups

proved to be alike in so many ways makes it quite likely their

reactions on such a test would be similar.

Though the study of experiences encountered in student teach-

ing revealed no significant differences between the control and
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experimental groups, the variations existing within each group

indicate a limitation of the entire study. Some student teachers

and their supervising teachers in both groups reported there was

little opportunity to teach language and writing in their high

school classes. Thus in neither group was there a large number of

student teachers really testing thoroughly their preparation for

teaching language and writing to adolescents.

A siMilar limitation was suspected at the beginning of the

study when the team met with officials and teachers from partici-

pating schools to describe the new course. One sceptical school

person pointed to the danger of "federal control" and several feared

the outcome of giving adolescents a chance to rate student teachers.

Though no pressure was exerted, Project English team members and

the Student Teaching Office definitely urged teachers and school

systems to participate; and all who agreed to help were urged to

work with both control and experimental groups. Only one principal

asked that his teachers not participate.

But in spite of all explanations there probably were some

other supervising teachers who should not have been encouraged to

participate in the study because they lacked interest or the kind

of objectivity necessary for research. The attitude of one super-

vising teacher, for example, is apparent in the following comment

written about her student teacher: "Miss has many fine points

in her favor, and I feel most of these are of her own making and

not because of her MSU background 547.11 Another supervising

teacher (who could not know that her control and experimental
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student teachers had made almost the same scores on the CQT

entrance test) wrote of her student teacher who had taken the experi-

mental, unified program: "A comparison with last year's student is

difficult because this girl was infinitely more capable to begin

with. I'm not at all certain that this resulted from any special

college courses; to me it seemed that it is simply the girl herself.

Here, to me, is the fallacy in Project English."

As was indicated in the original proposal, no attempt was

made to measure by a test possible gains achieved by the high

school pupils with whom the student teachers worked. A ten-week

period during which language and writing were only two of many

concerns is too short to justify the threat such testing might

present to many involved in the study--children, student teachers,

and supervising teachers. However, the Project team recognized at

the conclusion of the study, even more than at the beginning, that

changes in the writing of pupils as well as in that of their

student teachers are significant tests of any teacher-preparation

program. If the follow-up study mentioned earlier could be de-

signed to help teachers obtain evidence of pupils' growth in

language and writing, it might add to an evaluation of the experi-

mental, unified course.

One final limitation appeared, in the judgment of the team,

to lie in the possible failure of the battery of evaluation instru-

ments to measure adequately understanding of linguistic principles

and concepts. The Comprehensive Test seemed, in retrospect, to be

a more valid measure of writing ability and attitudes toward teach-

ing than of knowledge about the English language.



Conclus Lops,

The hypothesis that unification of certain aspects of the

teacher-preparation program in English at Michigan State University

would improve the qualifications of student teachers was not sub-

stantiated by this study. However, data pointed to enough possible

strengths in the unified approach to support Beveridge's statement:

Experimentation, like other measures employed in research,
is not infallible. Inability to demonstrate a supposition
experimentally does not prove that it is incorrect.'

The possible strengths appeared to be in the area of teaching

rather than in writing. Supervising teachers tended to rate the

student teachers who had taken the unified course higher in seven

aspects of their teaching and lower in only one. Pupils tended to

rate them higher in four aspects and lower in none. In their self-

evaluations the student teachers from the experimental group indi-

cated more frequently than did other student teachers a high rating

for eight aspects of their teaching and low ratings on only one.

However, none of the differences were statistically significant.

The self-evaluations were further supported by comments of the

student teachers. Those who had taken the unified course seemed to

feel more confident about their ability to use appropriate methods

in teaching writing and to evaluate adolescents' writing. In con-

trast, they tended to lack confidence in their ability to make con-

sistent use of concepts about language and linguistics in the teach-

ing of writing. In discussing their on-campus preparation, 85% of

the experimental group listed the unified course as among the most

1W.I.B. Beveridge, The Art of Scientific Investigation
(New York: Vintage Books, n.d.). p.
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helpful courses; only 3% of the control group included the modern

English grammar course in their lists, and 53%, the customary

methods course.

Implications

This study suggests that the unified approach in preparing

teachers of writing and language merits further investigation.

When problems in teaching writing and language to adolescents are

studied in direct relation to prospective teachers' efforts to im-

prove their own ability to write and their own understanding of the

English language, they are more likely to achieve desired results

in the actual high school classroom.

Prospective teachers who receive instruction in a separate

writing course may apparently write as well as those who take the

course with a unified approach. Those having the unified approach,

however, seem to feel less confident in their teaching of the English

language. Yet contrary evidence concerning their ability to use

linguistic principles in the high school classroom points to a

need for further investigation. Supervising teachers and pupils

indicate that student teachers who studied the unified approach were

more likely than other student teachers to make consistent use of

concepts and knowledge about language and linguistics in their

teaching of writing. It seems reasonable to assume that this con-

sistent use would be a result of not only more effective methods

of teaching linguistics but also a better understanding of linguis-

tic principles and their application to writing. But the evidence

in this study does not point to either superiority or inferiority
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of understanding in these areas. Because of the contrary evidence

supplied by supervising teachers and pupils, team members re-examined

the Comprehensive Test and came to the conclusion it might not be a

valid measure of a student's understanding of linguistic principles.

Therefore they feel this aspect of the unified approach should be

investigated further.

Should such investigation support the evidence provided in

this study, another hypothesis would need testing. The lack of

confidence in the area of linguistics as exhibited by some who had

studied under the unified approach was unexpected and not antici-

pated in any preliminary hypothesis. Considerable study would be

needed to test the possibility that relating linguistics study to

problems in writing may contribute to a young teacher's frustration

if he finds himself later in a situation where he can make little

or unsatisfactory use of the new learning. Probably instruction

in this controversial field must be accompanied by a realistic

preparation for the situation existing in at least some, if not

many, public schools today. In their report on the national survey

of high school English programs, observers have written:

AboutTrograms in language, we have little good to

say. In no other area do we find such confusion and

concern. Too much of what presently passes for language
is little more than a haphazard offering of sporadic usage

drills determined solely by errors in students' speech or

writing, an important aspect of English to be sure, but an

approach to language instruction which in itself is so

limited in its conception of what needs to be done that it

is clearly out of touch with the prevailing attitudes of

our scholars.2

2James R. Squire, "National Study of High School English Programs:
A School for All Seasons," English Journal. LV (March 1966), 289.
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The National study also explains in part another implication

of this investigation of the unified approach in teacher prepara-

tion. Research in the sensitive area of linguistics probably can-

not be reliably carried out in public schools without strictly

voluntary co-operation. As in the case of any educational innova-

tion, public relations assume great importance. Scepticism and

resistance to new ideas are variables that may be too difficult to

control in any wide-spread research related to language study.

Probably the first step in testing the potential of certain prepara-

tion in linguistics should involve only participants who have suf-

ficient interest to volunteer their help. Only when the possibili-

ties have been tested, can a reliable study be made of ways to

overcome the scepticism of those who resist the innovation.

Comments from many of the participants in the study suggest

the need for a follow-up investigation of two kinds. The real test

of the unified approach in teacher preparation might well come after

the participants have become established in the teaching profession

and are responsible for the kind of language study carried out in

their high school classrooms. Not only would their reactions to

their preparation be significant, but also evidence that they might

provide concerning the gains made by their pupils could prove to

be most definitive.

The experiences of the team of instructors have final implica-

tions for those who pursue research of this kind. Team-planning

of instruction can be stimulating to all members, but a significant

factor in team research is compatability of educational philosophy.



Much of such compatability lies in the opportunity instructors have

for co-operative planning of a research design as well as for the

co-operative execution of it. Informal evaluations made by Project

English instructors during this study suggest finally that important

results might be changes which have taken place in their own atti-

tudes. The opportunities which team efforts provide for pooling

information, sharing worries, and solving problems co-operatively

may bring about professional growth for experienced teachers as

well as prospective ones. Tests of the unified approach ought to

include some evaluation of the extent to which those who have used

it co-operatively are able to use it effectively later, whether

they are teaching as individuals or as members of a team.
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Michigan State University Project English

RATING I

(To be completed by supervising teacher)

Name of student teacher

School

Your name

111

Date

DIRECTIONS: Your sincere and fair ratings on the following items

will help us judge the value of the university courses that student-

teachers take before they work in the public schools. In your rat-

ingp, compare the student-teacher with other student-teachers you

have known in English. (If you have never knowncone,compare this

one with other English teachers.) Your ratings will be confiden-

tial, so they will not influence the student-teacher's grade.

Key to Markin: Circle one number for each item according to the

numerical scale below. 1 is the low end, and 5 is the high end.

1 - Considerably more inadequate than other student-teachers

2 - Somekhat more inadequate than other student-teachers

3 - About the same as other student-teachers

4 - Considerably better than other student-teachers

5 - Much superior to other student-teachers

IE- Insufficient evidence (A circle of "Insufficient Evidence"

should not be considered to have a negative value.)

1. Writes effectively

2. Understands relationship of language
development to adolescents' personal
and social characteristics

3. Makes consistent use of concepts and

knowledge about language add linguistics
in his teaching of writing

4. Stimulates favorable attitude toward
writing

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE
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5. Plans writing experiences that require
activity rather than mere absorption

6. Takes advantage in writing instruction
of activities and interests outside
the English classroom

7. Relates writing instruction to other'
phases of the English curriculum

8. Plans a variety of activities to
help pupils learn to write

9. Uses a variety of materials to help
pupils learn to write

10. Uses examples of good writing

11. Teaches various kinds of writing
effectively (Check those applicable
and rate)

....persuasion

argumentation

narration

exposition

autobiography

journalism

research paper

letter

12. Teaches usage effective (e.g. he
has wrote)

13. Teaches grammar effective (e.g. parts
of speech, clauses)

14. Helps pupils use knowledge of grammar
to clarify meaning and improve sentence
patterns

15. Teaches punctuation and mechanics
effectively

16. Teaches spelling effectively

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE



17. Gives both in-class and out-of-class
writing assignments

18. Assigns more short papers than long
papers

19. Makes assignments clear

20. Provides choice of topics for themes-

21. Helps pupils revise and proofread be-
fore they hand in written compositions

22. Evaluates pupils writing carefully and
fairly

23. Helps pupils meet standards of legi-
bility, neatness and form

24. Marks only errors which pupil is
capable of doing something about

25. Writes an even-tempered and construc-
tive comment

26. Provides ways for pupils to obtain
reactions from their peers

27. Arranges for pupils to receive prompt
reaction to their writing

28. Has helpful conferences with pupils
about writing

29. Recognizes improvement of pupils in
writing without over-stressing com-
petition

113

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

'In the space below write any comment that would be
uating the student-teacher's ability to write and
cents learn to write:

helpful in eval-
to help adoles-,
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Michigan State University Project English

RATING II

(To be completed by pupil)

Name of student teacher

School Date

Your name

DIRECTIONS: Your.sincere and fair ratings on the following items

will help us judge the value of the university courses that student-

teachers take before they work inthe public schools. In your rat-

ings, compare the student-teacher with other student-teachers you

have known in English. (If you have never known one, compare this

one with other English teachers.) Your ratings will be confidential,

so they will not influence the student-teacher's grade.

Key to Marking: Circle one number for each item according to the

numerical scale below. 1 is the low end, and 5 is the high end.

1 - Considerably more inadequate than other student-teachers

2 - Somewhat more inadequate than other student-teachers

3 - About the same as other student-teachers
4 - Considerably better than other/student-teachers
5 - Much superior to other student=teachers

IE - Insufficient evidence (A circle of "Insufficient Evidence"

should not be considered to have a negative value.)

1. Relates writing to my abilities and
level of understanding

2. Relates writing in the classroom to
my interests and personal background

3. Plans writing experiences that require
personal and class activity

4. Demonstrates that writing relates to
all forms of written and spoken com-
munication such as literature, the news-
paper, and public speech

2

1 2

3 4 5 IE

3 4 5 IE

3 4 5 IE

3 4 5 IE
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5. Uses a variety of materials that helps
me learn to write such as films, records,
literature 1 2 3 4 5 IE

6. Presents models of good writing 1 2 3 4 5 IE

7. Teaches various kinds of writing clearly 1 2 3 4 5 IE

8. Teaches various kinds of writing clearly
(Check those applicable and rate)

1 2 3 4 5 IE__persuasion

argumentation 1 2 3 4 5 IE

narration 1 2 3 4 5 IE

exposition 1 2 3 4 5 IE

autobiography 1 2 3 4 5 IE

journalism 1 2 3 4 5 IE

research paper 1 2 3 4 5 IE

letter 1 2 3 4 5 IE

9. Teaches usage clearly (e.g. he has
wrote) 1 2 3 4 5 IE

10. Teaches grammar clearly (e.g. parts
of speech, clauses) 1 2 3 4 5 IE

11. Helps me understand the relationship
of grammar to clear writing 1 2 3 4 5 IE

12. Teaches punctuation and mechanics
clearly 1 2 3 4 5 IE

13. Teaches spelling clearly 1 2 3 4 5 IE

14. Gives both in-class and out-of-class
writing assignments 1 2 3 4 5 IE

15. Assigns more short papers than long
papers 1 2 3 4 5 IE

16. Makes assignments clear 3 4 5 IE

17. Provides choice of topics for themes 1 2 3 4 5 IE

18. Encourages me to revise and proofread
before turning in a theme 1 2 3 4 5 IE
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19. Marks my writing carefully and fairly 1 2 3 4 5 IE

20. Encourages me to write legibly and

neatly 1 2 3 4 5 IE

21. Writes encouraging, helpful, and clear

comments on my themes 1 2 3 4 5. IE

22. Provides me with the chance to judge
some writing of my classmates 1 2 3 4 5 IE

23. Returns written assignments to me
promptly with helpful responses 1 2 3 4 5 IE

24. Works with me individually in the
classroom 1 2. 3 4 5 IE

25. Establishes a classroom atmosphere which
is helpful and cooperative and encourages
me to improve my writing 1 2 3 4 5 IE

26. Has made me aware of what is meant by

style in writing 1 2 3 4 5 IE

In the space below write any comments that you think would help us

understand how you feel about your student teacher's instruction in

writing:



Your name

School
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Michigan State University Project English

RATING III

(To be completed by student teacher)

Date

DIRECTIONS: Assume that you are a supervising teacher. Indicate

how that teacher should evaluate your work as a student teacher.

Your ratings will be seen by only the Project English team, who will

treat them as confidential. It is extremely important that you be

fair and sincere in your ratings.

Key to Markin: Circle one number for each item according to the

numerical scale below. 1 is the low end, and 5 is the high end.

1 - Very inadequate
2 - Somewhat inadequate
3 - Satisfactory
4 - Good
5 - Superior

IE - Insufficient evidence (A circle of'"Insufficient Evidence"

should not be considered to have a negative value.)

1. Writes effectively 1 2 3 4 5 IE

2. Understands relationship of language

development to adolescents' personal

and social characteristics

3. Makes consistent use of concepts and

knowledge about language and linguistics

in his teaching of writing

4. Stimulates favorable attitude toward

writing

5. Plans writing experiences that require

activity rather than merwabsorption

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE
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6. Takes advantage in writing instruction
of activities and interests outside the
English classroom

7. Relates writing instruction to other
phases of the English curriculum

8. Plans a variety of activities to help
pupils learn to write

9. Uses a variety of materials to help
pupils learn to write

10. Uses examples of good writing

11. Teaches various kinds of writing
effectively (Check those applicable
and rate)

__persuasion

argumentation

narration

exposition

autobiography

journalism

research paper

letter

12. Teaches usage effectively (e.g. he

has wrote)

13. Teaches grammar effectively (e.g. parts
of speech, clauses)

14. Helps pupils use knowledge of grammar to
clarify meaning and improve sentence
patterns

15. Teaches punctuation and mechanics
effectively

16. Teaches spelling effectively

17. Gives both in-class and out-of-class
writing assignments

1 2 3 4 5 IE

1 2 3 4 5 1E

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 :[E

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IS



18. Assigns more short papers than long
papers

19. Makes assignments clear

20. Provides choice of topics fbr themes

21. Helps pupils revise and proofread
before they hand in written com-
positions

22. Evaluates pupils writing carefully and

fairly

23. Helps pupils meet standards of legi-
bility, neatness and form

24. Marks only errors which pupil is cap-
able of doing something about

25. Writes an even-tempered and constructive
comment

26. Provides ways for pupils to obtain re-
actions from their peers

27. Arranges for pupils to receive prompt

reaction to their writing

28. Has helpful conferences with pupils

about writing

29. Recognizes improvement of pupils in

writing without over-stressing com-
petition

121

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

1 2 3 4 5 IE

In the space below write any comment that would be helpful in eval-

uating the student-teacher's ability to write and to help adolescents

learn to write:
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School
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Michigan State University Project English

RATING IV

(To be completed by student teacher)

Date

DIRECTIONS: Your careful answers to the following questions will be
part of a nation-wide effort to improve the preparation of student

teachers in English. Your answers will be seen only by the member
of the Project English team, who will tkeat them as confidential.

1. Approximately how many hours did you teach lessons related to
grammar, language, or usage?

2. Approximately how many hours did you teach lessons related to
written composition?

3. What classes did you teach? (Give grade and brief description:

example--one 10th grade Am. Lit. plus composition)

4. Approximately how many written compositions did you evaluate
or grade?

5. In what ways did you feel best prepared to teach writing?

6. In what ways did you feel most inadequate in your teaching of

writing?
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7. What aspects of your on-campus work were particularly helpful

in preparing you to teach writing?

8. Which of the aspects of you on-campus preparation related to

writing or the teaching of it were of little or no help?

9. What aspects of your student-teaching experience were particular,-

ly valuable in helping you learn to teach writing?

10. In what ways did your student-teaching experience disappoint you

as a prospective teacher of writing?

11. Describe below your feeling about yourself as a writer and as

a teacher of writing:
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APPENDIX B

PROJECT ENGLISH COMPREHENSIVE TEST
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Project English Compreensive Test

Part I

Purpose of the Test: The underlying purpose of this examination is
to give you a chance to apply some of the theories and principles

discussed in this course. It is designed to give you the opportunity
to be critical and to show evidence of resourceful and imaginative

thinking. As far as possible, place yourself in the teaching situa-

tion described below. Your response will be evaluated by the evi-
dence you present of clear, logical thinking and by your ability to
express these ideas effectively. Your thinking will be judged by
your implied understanding of the objectives of teaching English, of

adolescents, and of educational psychology.

Read carefully the teaching situation and the instructions given be-

low. Your basic purpose will be to evaluate Mr. Smith's assignment.

Teaching Situation: Mr. Smith is teaching a sophomore class of about

35 pupils. Some,of them come from a middle-class professional and

white-collar environment; others come from a depressed social area
characterized by unemployment, a high divorce rate, a high rate of

juvenile delinquency, pdor family ties, and inadequate comeinity re-
sources for leisure and education. The class is divided almost
equally between these social groups; it is also about equally
divided between boys and girls. There are no serious discipline
problems, but the attitude of a significant number of students is
anti-school, anti-authoritarian or just plain "anti." The range of
writing competency is from that of a 5th grade level to college

caliber. The mean writing level of the class, however, is about

average, or just slightly below.

The class is studying a unit called "Our Language." The primary

objective is to create an interest in and an intelligent understand-

ing of the English language as a social institution reflecting the

life and character of the people who use it. Mr. Smith has pro-
gressed three weeks in the four -week unit, in which he has focused

on the following topics: the importance of language, the pitfalls
of language, the relationship of English to other languages, the

changes in our language through the centuries, and the characteris-

tics of our language today. He and the pupils are now in the process
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of trying to define "good" English. He asks them to recall Harper
Lee's To Kill a Mocking Bird, which they read as part of.the pre-
vious unit. He reminds them of the little Alabama town and the
scene in which the much-loved Negro housekeeper, Calpurnia, takes
the two white children to her church.' Mr. Smith reads aloud the
part when Jem and Jean Louise discover that Calpurnia talks one way
with them and another, way with her own friends:

"That Calpurnia led a modest double life never
dawned on me. The idea that she had a separate
existence outside our household was a novel one,
to say nothing of her having a command to two
languages."

Mr. Smith also reads Calpurnia's answer when the children ask her
why she talks that way when she knows better:

"It's not necessary to tell all you know. It's
not lady-like--in the second place, folks don't
like to have somebody around knowin' more than
they do. It aggravates 'em. You're not gonna
change any of them by talkin' right, they've
got to want to learn th4mselves, and when they
dont want to learn there's nothing you can do
but keep your mouth shut or talk their language."

Then Mr. Smith gives the following assignment: "Write a paper of
approximately 500 words in which you agree or disagree with Cal-
purnia's belief in the necessity of knowing two languages. When
you write the paper, be sure to keep your past errors in mind. The
paper will be due at the end of the unit."

Directions: Write an essay in which you discuss Ole strengths and
weaknesses of the assignment Mr. Smith gives to his students. Sup-
port your ideas with relevant information about the objectives of
teaching English, about adolescents, and about the learning process.
Don't hesitate to ualif our answer when ou think it is a..ro-
priate to do so. Use the paper provided.

Directions: Mark the
pupils. Use whatever
would use if you were

Part II.

attached theme written by one of Mr. Smith's
comments, marks, corrections, or grades you
the teacher.

Part III

Directions: Assume that as a student-teacher you Have been asked
by your supervising teacher to analyze the ability and needs of
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the pupil as revealed in the theme, "Language for Both." This
evaluation will enable you to be more explicit than when you graded
the theme itself. On the paper provided write the evaluation you
would submit to the supervising teacher.

* * * * *

A Language for Both*

In the course of one day I use two languages one for friends

and one for teachers and parents. When talking to friends I like

to express myself in voice, actions, and words which fit. Words

like cool, fine, gear, soft, and splash are just a few of those

words. And people like myself dont think I'm some kind of a nut

when I speak. They dont critize my words as if they were wrong or

something. When talking to people who are older words dont fall

just the way I want them to. Also I have to talk slower and

plainer or they dont even know what Im talking about. It is

neccessary to say words that have specific meanings rather than

words that have a lot of meanings. In asking my self which one I

like best I would have to definately say the one I use on my

friends, because I can say what I want to say the way I want to

say it.

Student no.

Test no.

*
This part of the test was printed on a separate page, follow-

ine Part III.

4:13San-WAYZ«
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Page

Part I 133 ;1.

Part II 135

Part III . 139
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RATING SHEET FOR PROJECT ENGLISH COMPREHENSIVE TEST - PART I

RATER STUDENT NO.

Considers objectives of
English
Considers relations of lan-
guage arts to each other
Uses good illustration com-
mon to all or chooses good
contemporary book
Other ideas deserving credit:

133

Fits unit
Has potential in terms of
pupil differences
Gives opportunity for
application of language con-
cepts to everyday life

Note: If student calls a
strength a weakness, check
here (and lower rating
accordingly).

STRENGTHS OF ASSIGNMENT 1 2 3 4 5

No pupil participation,
activity, or discussion
No consideration of indivi-
dual differences (500 word
limit)
Agree or disagree not appro-
priate
Other ideas deserving credit:

Lacks specific goals ("Past
errors" is negative)
Not enough explicit focus
on important language con-
cepts related to everyday
life
Too late

Note: If student calls a weak.-
ness a strength, check here
(and lower rating accordingly).

WEAKNESSES OF ASSIGNMENT 1 2 3 4 5

Controlling idea
Other:

Logical development
Paragraphing
Transitions
Proper emphasis without
redundancy

ORGANIZATION 1 2 3 4 5



0

134

Clarity Sentence structure (variety,
Other: maturity, smoothness)

Word choice
Tone

STYLE 1 2 3 4 5

Grammar Spelling
Agreement Punctuation (Plus
Case apostrophe)
Reference Other:

MECHANICS 1 2 3 4 5

COMMENT:
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RATING SHEET FOR PROJECT ENGLISH COMPREHENSIVE TEST - PART II

RATER STUDENT NO.

Add If Grader Makes Corrections:

Comma (or colon) after
"two languages"
Comma after "to friends"
Comma after "older"
Comment explains error or
tells where to read in text
Comment directs pupil to
discover other errors
Part III essay explains
(1-4 points)

"critize"
neccessary ft

y self"
"definately"
easyer ft

Fragment

Apostrophes (3 points)
marks 4-6 (2 points)
marks 1-3, no comment
(1 point)
marks 0-3 and comments
(3 points)
comment explains how to
correct or where to read
comment directs pupil
to find errors

Subtract If Grader Marks:

dangling participle
"slower-.and plainer"
"and" at'the.beginnineof
the sentence
"nut"
split infinitive
comma after "also"
"words which fit"

NOTE: If the student makes a wrong correction, lower

rating accordingly
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Add If Grader Comments or Makes Similar Notations:

Understands concept of two
languages
Follows controlling *idea
(good thesis sentence, log-
ical exposition
Some good examples ("cool,"
etc.)
Genuthe feeling, personal
spirit, etc.
Adequate organization

Needs additional examples
(words with specific mean-
ings)
Somewhat misses point of
usignment
Poor word choice (vague ex-
pression)
Needs development of key
ideas and/or additional
paragraphs (length)
Adequate sentence structure
or variety

NOTE: If the student contradicts accepted principles, lower
rating accordingly

GRAND TOTAL OF CHECK MARKS

Writing of Comment

Uses encouraging tone 1 2 3 4
Word choice is appropriate 1 2 3 4
Uses acceptable spelling, me-

chanics, etc. (but complete
sentences are not required) 1 2 3 4 5

Suggests next steps 1 2 3 4 5



RATER

PROJECT COMPREHENSIVE PART II (Revised)

STUDENT NO.

Add if Grader Makes Corrections:

Comma (or colon) after "two
languages"
Comma after "to friends"
Comma after "older"
Comment explains error tells
where to read in text
Comment directs pupil to dis-
cover other errors
Part III essay explains omis-
sion (1-4 points)

"critize"
neccessary"

"my self"
---"definately"

"easyer"

Fragment

NOTE: If the student makes
accordingly

137

Apostrophes (3 points)
marks 4-6 (2 points)
marks 1-3, no comment
(1 point)
marks 0-3 and comments
(3 points)
comment explains how to
correct or khere to read
comment directs pupil to
find errors

Subtract If Grader Marks:

dangling participle
"slower and plainer"
"and" at the beginning of
the sentence
"nut"
split infinitive
comma after "also''
"words which fit"

a wrong correction, lower rating
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Add If Grader Comments or Makes Similar Notations:

Understands concept of two
languages
Follows controlling idea
(good thesis sentence, log-
ical exposition
Some good examples ("cool,"
etc.)
Genuine feeling, personal
spirit, etc.
Adequate organization

Needs additional examples
(words with specific mean-
ings)
Somewhat misses point of
assignment
Poor word choice (vague ex-
pression)
Needs development of key
ideas and/or additional
paragraphs (length)
Adequate'sentence structure
or variety

NOTE: If the student contradicts accepted principles, lower

rating accordingly

GRAND TOTAL OF CHECK MARKS

Writing of Comment

Uses encouraging tone 1 2 3 4 5

Word choice is appropriate 1 2 3 4 5

Uses acceptable spelling, me-
chanics, etc. (but complete
sentences are not requires) 1 2 3 4 5

Suggests next steps
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RATING SHEET FOR PROJE4T ENGLISH COMPREHENSIVE TEST - PART III

RATER STUDENT NO.

Analysis of Pupil Strength Analysis of Pupil Weakness

Genuine feeling
Controlling idea and organ-

itation
Some good examples
Shows potential
Other

Misses point of assignment
Needs to develop ideas
Needs more examples
Commas
Spelling
Kftstrophe

. DAttion
Other

NOTE: If the student reverses one of these or makes false

assumptions, indicate points deducted

Possible Causes

Listening
Attitude
Background
Carelessness
Poor assignment
Other

Remedies

Specific help with mechanics
Specific help with develop-
ment of ideas
Pre-correction
Revision
Conference
Folder
Other

TOTAL CHECKS
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Justification of Comments Justification of Grade

1 2 3 4 5 0

Cruciality of error
Recognizes time factor in

growth
Child's ability to profit now
Gives pupil chance to dis-
cover .some errors

1 2 3 4 5 0

Recognizes pupil need
Recognizes school policy

UNDERSTANDING OF LANGUAGE CONCEPTS Yes No No Evidence

ORGANIZATION

STYLE OF WRITING

MECHANICS

Comments:

1 2 3 4 5

1 3 4 5

1 2 3 4 .5
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TABLE 1

PERCENTAGES AND MEANS OF RATINGS BY SUPERVISING TEACHERS OF CONTROL

AND EXPERIMENTAL GROUPS AS STUDENT TEACHERS

Item Insuf. Per Cent Receiving Rating Mean

Number Evidence Group 1 2 3 4 5 Rating SD

1 13
C 4 45

E 3 3 32

8
C 2 2 48

E 7 34

3 16

4 4

C 2 16 55

E 17 25

C 2 2 .32

E 5 8 25

13
C 6 30

E 1 3 30

6 24
C 2 5 39

E 3 3 31

C 2 2 31

E 3 10 23

8 14
C 8 46

E 5 8 30

16
C 14 49

E 5 8 34

10 11

11 69

11 78

C 2 13 34

E 6 14 42

C 56 50

E 11 22

C 36

E 7 7 29

II 50
3 39

E 5 9 32

11 17
4 38

E 3 9 26

43 8 3.55 .70

47 14 3.68 .85

41 7 3.50 .75

39 20 3.71 .87

24 4 3.12 .79

42 17 3.58 .97

51 14 3.73 .78

43 20 3.65 1.05

55 9. 3.68 .73

46 19 3.76 .89

48 7 3.52 .79

37 26 3.80 .96

55 10 3.71 .75

38 26 3.74 1.04

36 10 3.48 .78

38 19 3.57 1.07

33 4 3.27 .76

34 18 3.53 1.06

41 11 3.46 .91

22 17 3.31 1.0

38 6 3.44 .73

56 11 3.56 1.10

46 .18 3.82 .75

43. 3.50 1.09

52 .6 3.61

32 23 3.59 /9.t0

46 12 3.65 .74

50 12 3.59 .92

(continued)
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TABLE 1 (continued)

Item Insupl Per Cent Receiving Rating Mean
Number Evidence Group 1 2 3 4 5 Rating

11 79 C 40 60 3.60
E 7 7 36 43 7 3.36

11 94 C 33 33 33 3.33
E 33 67 3.00

11 89 C 50 50 3.50
E 25 13 13 50 2.88

11 81 C 20 40 40 3.20
E 17 8 33 25 17 3.17

12 16 C 2 8 44 36 10 3.44
E 3 3 29 49 17 3:74

13 38 C 7 21 30 30 12 3.19
E 5 9 36 32 18 3.50

14 22 C 6 16 35 37 6 3.20
E 9 56 25 9 3.34

15 20 C 10 44 38 8 3.44
E 3 3 51 34 9 3.43

16 23 C 9 58 24 9 3.33
E 6 11 46 23 14 3.29

17 C 2 36 51 11 3.69
E 5 28 45 23 3.85

18 C 2 33 49 16 3.79
E 3 3 32 45 18 3.74

C 2 9 41 40 9 3.45
,19 4 E 2 15 27 34 22 3.59

20 10 C 2 2 47 33 16 3.60
E 3 45 34 18 3.66

21 10 C 4 13 42 29 13 3.35
E 8 11 39 24 18 3.34

22 3 C 5 21 45 29 3.98
2 19 38 36 3.98

SD

.52

1.01

2.08
1.55

.55

1.36

.79

1.34

.85

;89

1.12
1.06

1.00
.79

.80

.81

.77

1.05

.74

.83

.73

.89

.84

1.07

.85

.88.

.99

1.15

.85

1.05

(continued)

r.
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Item
Number

Insuf.
Evidence Group

Per Cent Receiving Rating
1 2 3 4 5

Mean
Rating

SD

23 4 C 2 2 46 37 14 3.59 .81

E 3 8 35 38 18 3.60 .96

24 11 C 2 46 43 9 3.57 .74

E 5 5 24 45 21 3.71 1.04

25 4 C 3 19 40 38 4.12 .84

E 2 2 12 46 37 4.12 .90

26 22 C 39 36 25 3.86 .80

E 3 11 27 46 14/: 3.572 .96

27 6
C
E

4
5 10

33
21

51
41

13

24
3.73
3.69

.73

1.09

28 23 C 2 7 35 42 14 3.58 .91

E 5 14 11 51 19 3.65 1.11

29 16 C 2 2 34 56 6 3.62 .73

E 3 3 27 49 19 3.78 .89
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Table 2

PERCENTAGES AND MEANS OF RATINGS BY PUPILS OF CONTROL

AND EXPERIMENTAL GROUPS AS STUDENT TEACHERS
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Item
Number

Insuf.

Evidence Group

Per Cent Receiving Rating
1 2 3 4 5

Mean
Rating

SD

1 1 C 44 56 3.56 .50

E 40 61 3.60 .49

1
C 2 70 29 3.27 .49

E 2 61 37 3.35 .53

3
C 24 76 3.76 .43

E 21 77 2 3.81 .45

4 1
C

,t:

3 54
40

42
61

3.39
3.60

.56

.49

4

5 1
C 5 58 37 3.32 .57

E 63 35 2 3.40 .57

6
C 2 53 46 3.44 .53

E 58 42 3.42 .50

7 1
C 2 63 36 3.34 .51

E 5 56 40 3.35 .57

8 4 C 2 46 53 3.51 .54

E 43 57 3.57 .50

8 3
C 47 52 2 3.55 .54

E 2 29 69 3...0Y
.53

111

8 2 C 34 66 3.66 .48

E 23 77 3.77 .43

C 40 59 2 3.62 .52

E 44 56 3.56 .50

8 8 C 4 43 50 4 3.54 .64

E 51 46 2 3.51 .55

8 14 C 2 68 28 2 3.30 .54

E 3 61 36 3.33 .53

8 7
C 2 35 61 2 3.63. r r

.JO

E 41 51 8 3.67 .62

(continued)
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TABLE 2 (continued)

Cent Receiving
2 3 5

Item
Number

Insuf.
Evidence Group

Per
1

Rating
4

Mean
Rating

SD

8 14 C 18 37 45 3.27 .75

E .11 55 34 3.24 .63

9 1 C 31 70 3.69 .46
E 35 65 3.65 .48

10 1 C 42 58 3.58 .50
E 40 61 3.60 .49

11 1
C 2 49 49 3.47 .54
E 2 44 54 3.49 .63

12 1
C 2 54 44 3.42 .53
E 2 46 51 3.49 .55

13 1 C 3 49 48 3.44 .57
E 2 49 49 3.47 .55

14 2 C 15 85 3.85 .36
E 14 86 3.86 .35

15 2 C 46 53 2 3.56 .53
E 38 62 3.62 .49

16 2 C 3 22 75 3.71 .53
E 2 12 86 3.83 .44

17 2 C 31 66 3 3.73 .52
E 33 67 3.67 .48

18 1
C 2 14 85 3.83 .42
E 14 84 2 3.88 .39

19 1
C 17 80, 3 3.86 .43
E 12 84:: 5 3.93 .40

20 1 C 54 46 3.46 .50
E 40 61 3.60 .49

21 1 C 15 81 3 3.88 .42
E 2 19 74 5 3.81 .55

22 1 C 15 49 36 3.20 .69
E 16 56 26 2 3414 .71

(continued)



Item Insuf.
Number Evidence Group

23 1
C

E

24 1

25 1

26 1

C

E

C
E

C

E
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TABLE 2 (continued)

Per Cent Receiving Rating
1 2 .3 4 5

Mean
Rating

SD

34 64 2 3.68 .51

2 33 65 3.63 .54

7 70 24 3.17 .53

5 79 16 3.12 .45

8 44 48 3.39 .64

7 47 47 3.40 .62

58 42 3.42 .50

58 42 3.42 .50
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TABLE 3

PERCENTAGES AND MEANS OF Sqr-RATINGS BY CONTROL
AND EXPERIMENTAL GROUPS AS STUDENT TEACHERS

151

Item Insuf. Per Cent Receiving Rating Mean SD
Number Evidence Group 1 2 3 4 5 Rating

1 20

2 13

3 32

4 8

5 13

6 25

7 13

C 2 19

E 4 14

17

9 19

10 17

11 74

11 70

C 2 18

E 3 3 23

C 10 57
E 4 76

C 9 10

E 3 24

C 4 11

E 3 3 14

C 10 23
E 7 27

C 2 22

E 3 20

C 14 31
E 9 44

C 28 35
E 12 58

C 21 21

E 12 36

C 5 5 33
E 13 38

C 6 39

E 33

59 C 31
28

61
72

19

10

3.96
3.86

.67

.74

66 15 3.93 .63

43 29 3.91 ,95

24 10 3.33 .79

21 3.17 .47

52 21 3.84 .85

54 19 3.86 .8

53 32 4.13 .76

54 27 4.00 .88

38 29 3.85 .97

47 20 3.80 .85

51 '26 4.00 .75

57 20 3.94 .73

33 23 3.65 .99

29 18 3.56 .89

31 6 3.16 .90

24 6 3.24 .75

40 19 3.57 1.03

36 15 3.55 .90

52 5 3.48 .87

50 3.38 .74

39 17 3.67 .84

67 3.67 .49

54 15 3.85 .67

56 11 3.67 A1
,() I I_ 3 .6 (It

continued)
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TABLE 3 (continued)

Item
Number

Insuf.

Evidence

11 29

11 72

11 94

11 85

11 82

12 26

13 33

14 22

15 25

16 34

17 16

18 16

19 7

20 12

21 15

Per Cent Receiving Rating
4 5Group 1 2 3

C 2 2 21
E 3 23

C 6 41
E 7 29

C 17 33
E .33

C 14 29
E 50

C 13 27
E 17

C 6 30
E 41

C 5 14 33
E 30

C 16 35
E 6 41

C 9 51
E 3 29

C 5 12 36
E 4 7 41

C 2 15
E 3 19

C 9
E 3 6

C 12 36
E 5 14

C 4 22
E 3 25

C 4 26 17

E 3 18 24

61 14

58 16

41 12

50 14

33 17

33 33

43 14

50

47 13 .

50 33

48 16

44 15

33 16

52 19

37 12

41 13

28 13

52 16

31 17

44 4

42 42
47 31

44 46
48 42

37 15

60 22

49 26
47 25

43 11

44a 12

Mean
Rating

SD

3.81
3.87

.79

.72

3.59 .80

3.64 1.01

3.50 1.05
3.67 1.53

3.57 .94
3.50 .58

3.60 .91

4.17 .75

3.74 .80
3.74 .71

3.42 1.07

3.89 .70

3.45 .91

3.59 .80

3.45 .83

3.81 .75

3.43 1.06
3.3Y .84

4.24 .77

4.06 .80

4.37 .65

4.27 .84

3.56 .90

3.97 .76

3.96 .79

3.94 .79

3.31 1.10
3.44 1.02

(continued)
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TABLE 3 (continued)

Item
Number

Insuf.

Evidence Group
Per Cent Receiving Rating

1 2 3 4 5
Mean
Rating

SD

22 7 C 3 14 42 41 4.20 .80

E 3 3 51 43 4.32 .78

23 11 C 5 37 42 16 3.68 .81

E 9 26 46 20 3.77 .88

24 12 C 4 22 57 17 3.88 .73

E 3 15 58 24 4.03 .73

25 8 C 14 41 45 4.31 .71

E 3 3 8 43 43 4.22 .92

26 24 C 2 26 24 38 10 3.28 1.03

E 4 7 21 48 21 3.76 .99

27 14 C 22 22 40 16 3.51 1.02

E 9 24 44 24 3.82 .90

28 35 C 2 17 37 27 17 3.39 1.05

E 7 33 37 22 3.74 .90

29 19 C 6', 23 48 23 3.88 .83

E 3 6 72 19 4.06 .62
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PROJECT ENGLISH OBJECTIVES

January 21, 1964

Basic Objective: To help our English majors become secondary school

teachers of written composition who understand the
nature of language and the relation of writing to
it, who write well, and who have the ability to
teach adolescents to write well.

1. The effective secondary school teacher of written composition

understands the nature of language and the relation of writing

to it.

A. He understands certain concepts about language and its

vital role in society.

1. Language is symbolic, organic, and arbitrary.

2. The basic purpose of language is to communicate.

3. The inevitable changes in language are not necessarily

either advantageous or detrimental to effective communi-

cation.
4. A person's language does not determine his human worth.

5. Appropriateness to situation and social level is the

standard of good language usage.
6. Speech is the primary stuff of language.
7. A cultural value is inherent in a study of one's own

language.

B. He knows something of the historical development and present

character of the English language.

1. He understands something of historical changes in

English sounds, inflections, syntax, and vocabulary.

2. He is familiar with various systems for describing

current English structure:

correct grammar,
traditional analystical grammar,
sturctural grammar, and
transformational grammar.
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3. He understands the formation of present-day English
speech sounds, knows a phonemic alphabet, and is able
to transcribe at least individual words and short
sentences.

C. He knows something of the relation of writing to language.

1. Writing is an attempt to record language, and its idio-
syncracies and distinctions are partially determined by
this relation.

a. The grammar of writing is less variable than that
of speech.

b. Sentences in writing are frequently longer than in
speech.

c. Writing is characterized by a more exact choice of
words than is speech.

2. The replacement of oral-aural symbols by visual symbols
is not always complete or exact.

a. Spelling does not always effectively represent the
sounds of words.

b. Punctuation reflects intonation in part and mere
convention in part.

Because writing is more permanent, it requires awareness
of a physically absent audience and the possibility of
re-examination.

D. Style is an individual matter which takes into account
qualities of words, phrases, idioms, sentences, and
arrangements of material.

II. The effective teacher understands the writing process and writes
well.

A, He has several basic concepts about writing.

1. Writing serves the vital social purpose of communication.

a. The purpose of the communication and the audience
addressed determine the type of writing employed:

persuasion,
argumentation,
narration,
exposition,
autobiography,
journalism,
letters, and
research papers.
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b. In a democracy, skill in writing helps secure
equality of opportunity.

c. Writing skill helps the individual become a more
effective participant in the democratic process.

2. Writing has a personal value beyond that of communica-
tion.

a. It provides self-understanding and enjoyment through
expression of thoughts and feelings.

b. It brings satisfaction through communication with .

others.
c. It stimulates and clarified thinking.
d. It heightens powers of observation.
e. It increases sensitivity to artistic experience.
f. It provides an opportunity to experience the

creative process directly.

3. Writing is an organic process.

a. An effective piece of writing is governed by a
controlling idea.

b. All aspects of effective writing contribute to
this controlling idea4.

B. His own writing is not only unified and coherent but also
responsible, appropriate to the situation, and stylistically
effective.

'1. He recognizes the need to.qualify opinions, facts, etc.
2. He recognizes the need to support generalizations with

specific examples.
3. He uses knowledge of grammar to clarify meaning and

improve sentence patterns.

III. The good secondary school teacher of written composition has
the ability to help adolescents learn to write well.

A. He helps them learn appropriate concepts about language
and writing.

B. He helps them develop appropriate skills in writing.
C. His understanding of adolescents determines his teaching

of writing.

1. They need self-esteem and approval of peer-group, of
family, and of friends.

2. They need to accept their size, shape, and sex..
3. They need to think about mature problems, including

relationships among persons, sexes, economic classes,
races, political parties, nations,,and periods of
history.

astranamorat4WIMIIIMINIONAft.v
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4. They desire to learn about ideals and values, and need

the opportunity to make choices, to set goals, to plan,

and to evaluate.
They desire freedom, security, adult approval; they

mask their feeling of insecurity and shyness with

apparent indifference and conspicuous behavior.

6. They desire satisfying vocational experience, need

vocational guidance, and have the willingness to master

necessary language skills related to expressions of

opinions, reports, and letters.

7. They desire to understand and express themselves.

8. They delight in expressing opinions, often in a critical

way.
9. They desire fun.

10. They need an outlet for humor, sympathy, and anger.

D. He understands the nature of language development in

children.

1. Language development is closely related to the

adolescents' personal and social characteristics.

2. Language development is closely related to social class

factors.

3. Girls tend to be superior to boys in tests emphasizing

language and verbal ability.

E. He provides for variation in language goals, activities,

and materials to care for differences in language develop-

ment, physical co-ordination, emotional and intellectual
maturity, attention span, and ability to learn.

4

F. He demonstrates understanding of the learning process.

1. He plans learning experiences that require activity

rather than mere absorption.

a. He realizes that learning to write requires
practice in writing and that most adolescents need
to write short papers frequently rather than long

papers occasionally.
b. He realizes that discovery is important in learning.

c. He encourages acquisitive learning rather than

memorization.
d. He realizes that writing can never be improved solely

through motivation and enthusiasm; it is hard work.

e. He realizes the importance of individual instruction
as in a conference.

2. He realizes the importance of self-esteem and the

approval of others.
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a. He helps pupils set reasonable goals and select
ways of reaching them.

b. He provides opportunities for recognition of im-
provement but stresses competition with self
rather than with others.

3. He helps students realize a sense of purpose in their
writing.

a. He relates writing instruction to the rest of the
English curriculum, to other subjects and activities,
and to pupil concerns beyond the school.
He provides opportunities for writing to serve as
real communication: bulletin boards, school publica-
tions, letters, local newspaper, and exchanges with
other classes.

c. He realizes the importance of sequence in writing
instruction based on maturity of pupils and plans
for progression in attainment of specific skills
of composition.

d. He recognizes the value of reading as a guide and
stimulus for better writing.

e. He uses, when appropriate, examples of good writing.
f. He emphasizes writing as a creative, personal

developmental process--not as a.requirement to get
along with the teacher or as a punishment.

4. He makes assignments carefully.

a. He and the pupils have a purpose in mind.
b. He sets the ground-work through discussion, clear

directions, use of audio-visual material, etc.
c. He provides, whenever appropriate, a wide choice of

topics that appeal to students' own experiences or
to ideas that interest them.

He realizes the importance of efficiency in caring for
such routine matters as the distributing and collecting
of papers, the planning of conferences, and the
scheduling of activities.

G. He provides reliable evaluation of pupils' progress.

1. He realizes the importance to the individual and to
society of reliable evaluation.

2. He bases evaluation on both in-class and out-of-class
writing.

3. He plans pre-correction procedures that insure proof-
reading before compositions are read by others.
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a. He focuses on a few problems at a time.
b. He helps pupils develop and meet standards of

legibility, neatness, and manuscript form.
c. He helps pupils learn self-evaluation.

4. He realizes that the sooner the learner gets a
reaction to his work the beti.zr.

a. He provides different ways for pupils to obtain
reactions from different readers.

b. He evaluates with care.

(1) He can recognize evidence of excellence in all
types of writing, and he gives credit where
credit is due.

(2) He marks only those errors which the pupil is
capable of doing something about.

(3) He writes an unemotional comment that shows
what is good, notes inadequacies, and indicates
next steps.

(4) He allows for personal preferences and taste.

5. He and the pupils frequently review evidences of progress.

H. He evaluates his own writing and methods of teaching.
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PROJECT ENGLISH UNIT OUTLINE

ROLE OF LANGUAGE IN SOCIETY

Lectures

Nature of language and its role in society

Exercises

Language is arbitrary, human, purposive, social, etc.
Language is inconsistent and arbitrary
Language varies from individual to individual
Language varies geographically
Language varies between social classes

Discussion

Applying exercises to classroom
Applying exercises to individual experiences
Concepts developed through exercises

Reading

Gleason, "Ldnguage"
Loban, "Language as Dynamic Process"

Writing

Research paper on language

Observation

Film on language
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II. ROLE OF WRITING AND ITS RELATION TO LANGUAGE

Lectures

Writing in context of 20th century America Purpose and

value of writing

Reading

Loban, "Logical Thinking"
Whitehall, "Writing and Speech"
Guth, "Meaning"

Writing

Application of theories given in lectures to student's

own experience

Discussion

Of controversial ideas presented in lectures

Planning,

Class standards for written work and for revision
Procedures for pre-correcting and proofreading
Class minutes

III. LANGUAGE DEVELOPMENT OF ADOLESCENTS

Lectures

Language development of adolescents and adolescent

problems in writing
Nature of writing problems in the high school classroom

Writing

Introductory paper based on a vivid memory of a high

school experience related to writing

IV. DEVELOPMENT OF THE ENGLISH LANGUAGE

Reading

A. History

Schlauch, "Family Relationships Among Languages"
Hook and Mathews, "Changes in the English Language"
Baugh, "The Enrichment of the Language During the Renaissance"
Marckwardt, "Language of the Colonists"



167

B. Semantics

Whitehall, "The Development of the English Dictionary"
Mathews, "Meanings and Etymologies"
Mathews, "Dictionaries Contain Surprises"
Roberston and Cassidy, "Changing Meanings and Values of
Words"

Mencken, "Euphimisms"
Schlauch, "Semantic Rejuvenation"
Johnson, "Preface to the Dictionary" (1755)
MacDonald, "The String Untuned"
Sledd, "The Lexicographer's Uneasy Chair"
Evans, "But What's A Dictionary For?"

Discussion

Of Readings - based on study guide

Writing

Research paper
Paragraphs in response to study guide questions

Reports

Different dictionaries (Dictionary of American Slang, etc.)
Comparison of abridged and unabridged dictionaries

Observation

Film on history of language

Tests

V. ENGLISH USAGE

Reading

Pooley, "Historical Backgrounds of English Usage"
Hartung, "Doctrines of English Usage"
Hall, "Analogy"
Fries, "Usage Levels and Dialect Distribution"
Kenyon, "Cultural Levels and Functional Varieties of
English"

Malstrom, "Aiet Again"
Malstrom, "Kind of and Its Congeners"
Pooley, "Dare Schools Set a Standard in English Uiage?"
Fowler, "Unattached Participles"
Fowler,." Out of the Frying Pan"
Veblen, "The Higher Learning"
Lloyd, "Our National Mania for Correctness"
Hubbell, "Multiple Negation"
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Discussion

Reading based on study guide questions

Analysis,

Usage errors in pupil themes

Tests

VI. LEARNING THE WRITING PROCESS

Lectures

Organic theory of literature and its application to
writing

Style

Discussion

Application of the steps of the writing process to the
classroom

Recognizing the purpose of writing as communication
Collecting the data
Deciding on form
Focusing on controlling idea
Organizing
Paragraphing
Word choice
Style
Writing sentences
Using class discussion to introduce writing

Writing

..AutObiography-.-Rkeeping a .:reattionojourital

Letters
Persuasive and argumentative papers
Narrative
Journalism
Expository
Research
Book reports

Committee Reports

A. Characteristics of.each form of writing
B. Specific value of each form and application to the

classroom



Analysis

Student themes focusing on individual steps of the writing
process

Exercises (based on student themes)

Sentences
Paragraphing
Word choice
Style -- writing same paragraph or essay in different styles

Reading

Guth, "Rhetoric"
Potter, "The Sentence"
Orwell, "Politics and the English Language"
Moore, "American Prose Today

VII. HELPING ADOLESCENTS LEARN THE WRITING PROCESS

Writing

Case study of local pupil
Constructing a unit that emphasizes writing
Report on interview with adolescent about writing
Report on interview with high school English teacher in

home town

Committee Planning and Reporting

Evaluating high school composition and language textbooks
and workbooks

Evaluating innovations such as programmed instruction and
use of lay readers

Making an annotated bibliography of helpful articles,
journals, resources, etc.

Panel discussion by high school English teachers
Preparing class publications, handbook, newspaper, or
magazine

Making bulletin board displays
Observing ATL and English instructor followed by group
discussion

Reading

Guth, "A Preliminary View"
Loban, "Written Expression"
Loban, "Grammar and Usage"
Guth, "Handling Written Work"
Loban, "Spelling and Handwriting"
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pxr

Discussion

Planning a writing program
Making assignments
Testing

Observation

Use of audio-visual aids such as opaque projector and

overhead projector
Demonstrations of teaching

Evaluating Writing

Lecture on the subjective in evaluation

Lecture on psychology of grading a theme

Grading pupil themes singly at regular intervals

Analysis of classmates' themes
Self-evaluation
Grading complete set of pupil themes

Tutoring Local Pupils (good or poor)

VIII. STRUCTURE OF ENGLISH

Lectures.

Fries' devices that signal structural meaning

Traditional grammar
Structural grammar
Transformational grammar
Phonetics vs. Phonemics
Sound change
Alphabet and spelling
Parts of speech - big groups
Parts of speech - little groups

Reading

Guth, "Grammar"
Roberts, "Phonemes"
Roberts, "Intonation"
Whorf, "Linguistics as an Exact Science"

Fries, "A Classification of Grammatical Phenomena"

Brown, "Grammar in a New Key"

Brown, "Grammatical Distribution"
Whitehall, "A System of Punctuation"
Jespersen, "Spelling"
Hall, Jr., "Our English Spelling System"



Exercises

Structure of English
Sound change
Alphabet and spelling
Phonetics vs. phonemics
Parts of speech--big and little groups

Analysis:

Spelling errors on pupil themes
Grammatical errors in pupil themes
Punctuation errors in pupil, themes

Test

Discussion

Of lectures and reading
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